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ABSTRACT

Community Service Learning as Empowering Pedagogy:
Implications for Middle School Reform
September 1995
Susan E. Seigel, B.A., San Diego State University
M.Ed., Lesley College
Ed.D., University of Massachusetts Amherst

Directed by: Professor Byrd L. Jones

This study identified the meanings six middle school teachers con¬
structed around community service-learning that might guide its phi¬
losophy and practices. Starting with a belief that community
service-learning has the potential to be an empowering pedagogy, the re¬
searcher addressed teachers’ perceptions of teaching and learning,
service-learning as defined within the school's context, and contrasted
teachers’ purposes for service-learning with their students’ perceptions of
their service experiences.
On a pilot survey, six teachers from two middle schools responded
that their students "made most of the decisions" about their servicelearning projects. Data came from observations in classrooms and ser¬
vice sites as well as teacher interviews and from one adult project advi¬
sor. Information was organized as five case studies of service-learning

projects. After their completion, participating students were surveyed
and/or interviewed about their perceptions of service-learning.
Teachers in the study perceived and practiced service-learning,
based on the school’s concept of community service-learning, teachers’
personal and professional values, and the quality of teacher preparation
around CSL as a pedagogy. Flexible, student-centered schools that pro¬
vided teachers with autonomy around curriculum development accom¬
modated CSL more easily than inflexible school programs mandating
service-learning. Teachers who elected to practice service-learning often
experienced community service in their personal lives, and their beliefs
about student learning generally involved extending the curriculum into
communities. Teachers' understandings of service-learning as a peda¬
gogy also shaped the quality of their CSL practices in terms of identifying
community needs and structured reflection.
The purposes for service-learning identified by teachers as signifi¬
cant to their practices were connecting CSL to academic instruction, pro¬
moting affective learning, and implementing a problem-posing
curriculum centered around community issues. When teachers’ under¬
standings of how community service-learning supported the psychologi¬
cal, social, and academic needs of students, their practices became
enriching learning experiences.

vm

In this study, service-learning was only marginally perceived by
teachers and students as an empowering pedagogy. Community servicelearning became more empowering experiences for teachers and students
when they engaged in decisionmaking activities and when their projects
were based on community needs mutually identified by students and
community members.
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CHAPTER I
THE CONCEPTUAL FRAMEWORK FOR THE STUDY

Introduction and Statement of the Problem
Many adolescents are feeling increasingly powerless and inconse¬
quential when it comes to participating as members of their communi¬
ties. This notion is supported by the results of a 1989 study finding that
most young people aged 15 to 24 were socially and politically discon¬
nected from the core communities in which they lived.* 1

When asked to

rank seven personal goals, respondents listed "being involved in helping
your community become a better place to live" well behind "career and fi¬
nancial success," a "happy family life," and "enjoying yourself and having
a good time." Referring to this study. Flower (1990, p. 11) concluded:
"Today's students show little grasp of the responsibilities that accompany
the freedoms of citizenship . . . they find politics and government remote
from their lives and concerns."
Perceiving their role in society as ineffectual, it is not surprising
that adolescents often feel alienated and isolated within their communi¬
ties. Attempting to assert themselves, frustrated youth sometimes mani¬
fest antisocial and destructive behaviors: violence, crime, and drug
abuse. Moreover, the problem is potentially compounded because these

1 Democracy's Next Generation, (Washington, DC: People for the American Way, 1989)
examined the attitudes and beliefs of 1,106 young people and 405 social studies teach¬
ers nationwide regarding citizenship, participation and social responsibility.
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young people, many of whom are not succeeding in school, also tend to
disregard personal and social responsibilities, particularly those that
might advance their educational and career opportunities.
In order to help young people succeed, adults need to change how
they perceive youth:
Unlike earlier generations, which viewed young people
as active, productive, and needed members of the
household and community, adults today tend to treat
them as objects, as problems, or as the recipients (not
the deliverers) of services. . . . We need to see youths
as citizens: as resources and producers who are val¬
ued, needed, respected and acknowledged. (Nathan &
Kielsmeier, 1991, p. 740)
As adolescents reconnect with their communities in constructive ways,
they begin to understand some existing problems and work toward be¬
coming part of a solution. One way to do this is to provide young people
with opportunities to make contributions within their communities that
are acknowledged and valued by its members. Schools can and often do
foster prosocial, caring values and behaviors as well as encourage stu¬
dents to participate in their communities (Kohn, 1991; Noddings, 1992,
1995).
This study centered around community service-learning in connec¬
tion to recent efforts directed at middle school reform and the implica¬
tions for empowerment that potentially exist for teachers and students
participating in community service-learning.

2

The twelve years that I have worked as a middle school teacher and
as a teacher-educator have provided me with an understanding of work¬
ing with both teachers and early adolescents.

As a classroom teacher, I

grew to understand that my 8th-grade students needed much more than
the academic rigors of social studies, which I was hired to teach. These
students needed to learn to care about each other in respectful ways and
to participate constructively in their community.
In this study I explored how and why some middle school teachers
engage their students in community service-learning. This study also
addresses the implications service-learning might suggest for empower¬
ing education practices such as decisionmaking and leadership found
within a participatory and democratic society. Specifically, I investigated
the notion that CSL might provide opportunities for students to engage in
decisionmaking practices and community actions. Thus, as students
participate in finding solutions to community issues, they might ac¬
knowledge their abilities and willingness to make a difference in their
world.
This notion, however, poses several problems around conceptions
of how democracy, empowerment, and community are defined in differ¬
ent contexts. The constructs of individual "power" and "caring" in terms
of participating within communities can be contradictory. Thus, demo¬
cratic empowerment can be perceived very differently from individual
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empowerment. This study centered around the notion of how democratic
empowerment can strengthen a community.
Middle School Reform and Turning Points
In June, 1989 the Carnegie Council on Adolescent Development re¬
leased a report. Turning Points: Preparing American Youth for the 21st
Century, that addressed the needs for reform at middle schools through¬

out the nation.

The report concluded that there is noted a "volatile mis¬

match" between the way middle schools are organized in terms of the
curriculum and overall school structure and the intellectual and emo-

\
tional needs of young adolescents. The implications for middle school
students can be devastating:
Caught in a vortex of changing demands, the engage¬
ment of many youth in learning diminishes, and their
rates of alienation, substance abuse, absenteeism, and
dropping out of school begin to rise. (pp. 8-9)
According to the report young people today face many risks in a rapidly
changing society: alcohol and drugs; pregnancy and sexually trans¬
mitted diseases, including AIDS; and violence involving handguns and
other weapons. Moreover, conditions such as poverty and racial dis¬
crimination often create additional problems for youth trying to learn in a
healthy and nurturing climate.
Turning Points recommended ways to transform programs and

structures of existing schools into engaging learning environments for
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the purpose of improving student learning for all early adolescents.
Based on research emphasizing the effects that schooling has on the per¬
sonal, social and intellectual development of young adolescents, the rec¬
ommendations offered a guide for educational programs in middle
schools across the nation.
Among these recommendations made by the task force of the Car¬
negie Council include youth service in the school’s core curriculum for
the purpose of helping young adolescents understand their potential to
be active citizens:
Early adolescence offers a superb opportunity to learn
values, skills, and a sense of social responsibility im¬
portant for citizenship in the United States. Every
middle grade school should include youth service —
supervised activity helping others in the community or
in school — in its core instructional program. . . .
Integrating service into the core curriculum enables
teachers to tie classroom instruction to real-life,
hands-on learning experiences within the community.
[TurningPoints, 1989, pp. 45-46)
The report also identifies the values that youth service can teach
young people for full participation in a democratic society:
These values certainly include compassion, regard for
human worth and dignity, respect for others' rights,
tolerance and appreciation for human diversity, will¬
ingness to cooperate, and a desire for social justice.
[TurningPoints, 1989, p. 45)
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Community Service-Learning as a Pedagogy
Community service is not a new concept in American education; it
has been incorporated in both private and public schools since the turn
of the century. What is new, however, is the notion of community service
learning and its infusion into public schools during the past decade.

"Young people should be given opportunities to reach beyond themselves
and feel more responsively engaged" wrote Boyer (1983, p. 209) referring
to the concept of community service as a graduation requirement for
high school students across the nation.
The theoretical foundation for school-based youth service has its
origins in Dewey’s postulate connecting one’s experiences to learning.
According to Conrad and Hedin (1991, p. 744):
Proponents of service who stress its power as a tool for
teaching and learning typically link their ideas to the
educational philosophy of John Dewey. It is . . . that
his ideas on how learning takes place and for what
purpose suggest the possibility of stimulating academ¬
ic and social development through actions directed to¬
ward the welfare of others.
This philosophy, also referred to by some educators as experiential learn¬
ing, supports the notion that participatory and active engagement on the

part of students, is an essential part of learning.
Dewey (1938) suggested that students learn by "reflecting" on their
experiences both in and out of school. Some educators continued to ex¬
plore the notion of school and nonschool collaboration for the purpose of
6

improving student learning (Fantini, 1985; Goodlad, 1984; Passow,
1985). The educational discourse today recognizes that schools alone
cannot do the job of educating children.

By including parents, social

agencies and businesses in educational programs, youths become more
connected to positive adult role models within their communities.
In a study conducted at the University of Wisconsin's Center on
Organization and Restructuring of Schools, Newmann and Wehlage
(1993, p. 10) identified standards of "authentic instruction," which they
believe can promote increased student engagement and learning. They
argue that students become more engaged in learning when instruction
has value and meaning beyond the boundaries of the class- room. Their
research findings suggested that "a lesson gains in authenticity the more
it is connected to the larger social context within which students live."
Thus, the notion of "authentic work" is defined as "work that entails ex¬
trinsic rewards, meets intrinsic needs, offers students a sense of owner¬
ship, is connected to the ’real world' (i.e., the world beyond school), and
involves some fun ..." (Newmann et al., 1992, p. 23).
Some teachers perceive that because they connect student learning
with communities students are engaged in community service-learning,
when in fact there may not be any service component at all. Other
teachers often think that because their students are merely engaged in a
service project, they are involved in community service-learning when
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some crucial components that define community service learning are of¬
ten excluded. According to Dewey (1916), experience alone is not what
teaches us, but rather it is the reflection on that experience from which
we construct meanings and therefore learn.
The underlying concept of community service-learning reinforces
school curriculum that connects academic and/or social content with
student engagement in community service and social action projects for
the purpose of improving student learning. Moreover, advocates of com¬
munity service-learning (CSL) perceive it as a powerful pedagogy because
it emphasizes both student learning and community needs within the
context of the school curriculum (Clark, 1990; Conrad & Hedin, 1991;
Nathan & Kielsmeier, 1991; Nikol, 1993).
Educational research has long supported the notion that youths
who participate in school-based community service projects often benefit
through improved student learning and personal and social growth
(Conrad & Hedin, 1991; Newmann, 1975; Newmann & Rutter, 1983).
Specifically, the outcomes often cited for these students are improved
self-esteem, increased motivation regarding school work, self-directed
learning, and greater commitment to making a difference through social¬
ly responsible actions. However, in order for school-based community
service to be beneficial, instructive, or an empowering learning experi¬
ence for students, teachers must deliberately include those constructs

8

within the curriculum that promote prosocial values (Kohn, 1990, 1991).
As reminded by Dewey (1938, p. 25), some experiences can be
"mis-educative":
The belief that all genuine education comes about
through experience does not mean that all experiences
are genuinely or equally educative. Experience and
education cannot be directly equated to each other. . . .
Any experience is mis-educative that has the effect of
arresting or distorting the growth of further experience.
When students become engaged in community service projects,
teachers must provide them with the necessary guidance to prevent mis¬
conceptions, which might be detrimental to their understanding. For ex¬
ample, service-learning experiences could potentially backfire reinforcing
in students existing prejudices about the elderly, racially diverse popula¬
tions, or the economically disadvantaged. The problem of paternalism
remains implicit for all students who engage in service. It is the respon¬
sibility of the teacher to help students develop a sense of collaboration
with service recipients as they build a "community’" together through

service, moving beyond a "noblesse oblige" attitude.
Wade (1995, p. 18) portrays the experience of one service-learning
teacher who described her students' response to their first visit at a
homeless shelter:
I think they were disappointed. ... I think they had it
in their minds that they would walk in and be instant
friends with these people . . . that they would be able

9

to go in and talk to them like they talk to other people
in their school. . . .
It is important that CSL teachers help their students construct knowl¬
edge that contributes to a more compassionate understanding of other
individuals in need of assistance.

Beane (1990, p. 151) suggests that

the purpose of community service projects, "ought to involve not only re¬
solving problems but recognizing their causes and implications." In oth¬
er words, students' service-learning experiences are enriched when they
explore the complexities of community problems and when they critique
the solutions often used to address these issues.

Purpose of the Study
If educators intend to advance the notion of school-based commu¬
nity service as an effective approach to help students learn, we need to
understand the meanings that classroom teachers attach to community
service, and how they construct curriculum to promote student learning
as part of their service experiences.
One way to explore the understandings that some teachers have
concerning the philosophical constructs of school-based community ser¬
vice is by deconstructing their curriculum planning strategies and by ob¬
serving their teaching practices.

Early in the process of developing this

study, 15 Massachusetts middle school teachers gathered to discuss
their students’ involvement in community service-learning projects. The
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discourse throughout the meeting primarily focused on details of what
the students were doing for community service. Teachers described spe¬
cific activities in the community and school in which their students par¬
ticipated — from on-site school beautification to collaboration with local
environmental agencies, and cross-age tutoring in Head Start programs
to making holiday gifts for the elderly. The discussion rarely centered
around why the students were engaged in service, or how the projects
connected with student learning and the school curriculum. As one
struggling teacher commented to me several months later about their
service-learning project, "there’s got to be more to this than go to. You
know, go to the nursing home or go to the homeless shelter." What she
was grasping for was a sense of purpose for service-learning.
School-based community service has the potential for advancing
student leadership, developing social responsibility, and helping young
people learn to become active participants in a democratic society
(Beane, 1990; Berman, 1990, 1993; Seigel & Rockwood, 1993). Com¬
munity service-learning has its implications for teacher empowerment as
well as students. As curriculum developers, teachers can potentially be
"change agents" (Paris, 1993) making significant decisions about what is
taught and how. A teacher who chooses service-learning as pedagogy
makes a statement about his or her perceptions of learning that connects
with making a difference in the world. This dissertation explored the

11

educational purposes that a select group of middle school teachers at¬
tached to service-learning as they engaged their students in CSL
activities.
The purpose of this study was to explore ways that some middle
school teachers conceptualize community service-learning by connecting
what teachers understand about service-learning with their educational
strategies and practices.

Specifically, this study explored meanings that

teachers constructed around their applications of community servicelearning, including the learning outcomes they believed were significant
when students engaged in community service projects.
The theoretical research question centered on the assumption that
community service-learning has the potential to be an empowering peda¬
gogy.

This means that students participating in service-learning can

take leadership roles, participate in genuine decisionmaking, engage in
socially responsible activities, and be involved in community service proj¬
ects that can affect the world in which they live.
In order to address the research questions that framed this study,
I used qualitative methods as my main approach.

By being open to on¬

going phenomena without feeling a need to be in control of the data itself,
new and interesting developments continued to shape the inquiry. It was
my intention that this research take on a constructivist perspective
building on our understanding of educational practices.

12

This

constructivist process has included a close examination of my initial be¬
liefs and developing a more in-depth understanding of the research topic,
exploration into the research by reading, observing, and interacting with
others who are central to the study, and reflection through a writing pro¬
cess that creates new understandings and valuable insights.

Significance of the Study

Whether implementing new math, process writing, cooperative
learning, or multicultural education, teachers need to transfer abstract
conceptual understandings that they embrace to practical teaching
applications for their learning environments. The results of this study
may help educators understand the process by which some middle
school teachers move from understanding educational theory, in this
case community service-learning, to their classroom practices.
As new educational practices become mainstreamed in the public
schools, teachers are often expected to include these practices into their
curriculum. Unfortunately, teachers are not always prepared because
they sometimes lack the theoretical foundations and understanding nec¬
essary that might help the program be successful. One way to determine
how teachers understand educational theory is by exploring their cur¬
riculum and teaching practices. Through a continuing process of

13

observation, reflection, and dialogue, educators can be provided with op¬
portunities to construct new knowledge about teaching and learning.
The findings of this study may help clarify the fundamental mean¬
ings that some teachers attach to school-based community service; to
gain a sense of the extent to which participating teachers have connected
CSL as an empowering pedagogy; and finally to increase our under¬
standing of students’ perceptions of their own learning with their teach¬
ers’ perceptions and understanding of CSL.

Limitations of the Study

This study was designed to explore the perceptions and practices
of some middle school teachers during a period of the school year that
they engaged their students in school-based community service pro¬
grams. Although every attempt was made within the design and imple¬
mentation of this research project to ensure its validity and reliability,
the following limitations of the study should be acknowledged:
1. The study was limited to a selected group of teachers from two
middle schools in Massachusetts that were receiving funding from
the "Learn and Serve America" grant or other sources.
2. While teachers have many valid reasons for engaging their stu¬
dents in community service projects, the teachers who continued
in the study were selected on the basis of certain educational
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priorities they applied to the CSL projects in which their students
were engaged. These perceptions of community service-learning
are limited to components of a model of empowering pedagogy that
fundamentally support notions of student leadership, decision¬
making, and self-directed learning.
3. In conducting qualitative research, the researcher generally is
the instrument or filter for which data were perceived, collected,
sorted, and analyzed (Merriam, 1988). The biases, which I hold re¬
garding CSL and its potential as an empowering pedagogy, also fil¬
ter my perceptions and interpretations resulting in the conclusion
of this study.
The following chapters in this dissertation guide the reader from a
theoretical framework for community service-learning and its connection
to the constructs found within an "empowering" pedagogy, to the practic¬
es of five middle school teachers participating in this study. Chapter II
addresses the theoretical framework and supporting constructs through
a review of the literature. In Chapter III the methodology used to con¬
duct this study is discussed in detail. Five cases of school-based youth
service are described in Chapter IV.

And in Chapter V the findings are

discussed along with their implications toward an empowering pedagogy
and school reform.

15

CHAPTER II
THE THEORETICAL FRAMEWORK AND REVIEW OF THE
LITERATURE

During my studies in a doctoral program, I have expanded my own
knowledge to include works in curriculum development, critical peda¬
gogy, issues related to equity in school settings, and learning theories.
In this chapter I provide: (1) a theoretical foundation for this study; (2) a
review of the literature on youth service in educational settings, includ¬
ing current studies of teachers of service-learning; (3) the significance of
teachers as curricular decisionmakers; and (4) the notion of empowering
education as essential to a participatory democracy. These components
have shaped the direction and provided a foundation for this inquiry.
The underlying frameworks developed in this study include: con¬
structivism, teacher agency, and empowering pedagogy. Constructivism
provides an explanation of how both teachers and students develop an
understanding or create meaning around their CSL experiences, e.g., in¬
dividuals understand the world around them through socially con¬
structed meanings based on their own experiences and reflection of those
experiences.

Teacher agency addresses the significance of teachers as

curricular decisionmakers and its implications for teacher empowerment
in the context of educational settings.

Focusing on CSL as a pedagogy, I
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advance the notion that service-learning has the potential to be an "em¬
powering" pedagogy for both teachers and students.

The Theoretical Framework

The theoretical framework for this study is grounded in two postu¬
lates: social constructivism provides a basis from which service-learning
can be understood; and curriculum supporting service-learning is phe¬
nomenologically constructed. These postulates address the concerns of
two research questions in this study: how both teachers and their stu¬
dents construct meaning from participating in CSL activities.

Moreover,

the overall study embraces the notion of a constructivist approach to un¬
derstanding new phenomena.
Constructivist Approaches to Teaching and Learning
Consider the following adaptation of Confucius' wisdom recon¬
structed by constructivist theorists (in Messick & Reynolds, 1992, p.
187):
I hear and I forget
I see and I remember.
I do and I become confused.
I then compare to what I know.
And I adjust my understanding.
The modification of Confucius' wisdom above, emphasizes the no¬
tion of an active learning process (e.g., doing) with redefining knowledge
through the learner’s actions. Constructivists seek to understand how
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individuals construct their own understandings of the world in which
they live. Knowledge is a construction of both the subject (learner) and
the object (one's experience) (Piaget & Inhelder, 1971). Learning does not
merely happen by acquiring more knowledge, but by interpreting or un¬
derstanding information in a different way. In other words, we learn by
constructing new understandings of relationships and phenomena in our
world.
Constructivists perceive accumulated knowledge, not as a fixed en¬
tity that supports predetermined truths, but rather as multiple realities
that are constantly changing over time:
Having accepted the basic constructivist premise,
there is no point in looking for foundations or using
the language of absolute truth. The constructivist
position is really post-epistemological, and that is why
it can be so powerful in inducing new methods of re¬
search and teaching. It recognizes the power of the
environment to press for adaptation, the temporality of
knowledge, and the existence of multiple selves behav¬
ing in consonance with the rules of various subcul¬
tures. (Noddings, 1990, p.12)
Learning is contextual; we process new information through a lens
which is socially and culturally defined. This can be more accurately de¬
scribed as "socially constructed" knowledge through our interactions
with others and through language. As Jones and Maloy (1994, p. 1)
wrote:
From an educational perspective, constructivism usu¬
ally refers to ways of learning through socially shared
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cognition based on experience, reflection, and frame¬
works of understanding.
Social constructivists acknowledge that it is through "community"
in which learning processes occur.

However, as Kegan (1994, p. 289)

warned social constructivists against idealizing the potential of a "dis¬
course community" for the purpose of educating and socializing youth:
Education as socialization into a discourse community
. . . may also leave the student with no greater capaci¬
ty to resist induction in the future into communities of
discourse less benign than the ones social constructi¬
vists imagine — totalitarian "discourse communities,"
for example.
However, constructivism supports critical analysis of "normally un¬
challenged beliefs about how the world functions" (Jones & Maloy, 1994,
p. 1).

Critical analysis in the learning process, or critical pedagogy, pro¬

motes the questioning of societal norms and traditional values. This pro¬
cess of "countersocialization ... is concerned with developing the ability
for independent critical thinking with fostering individual responsibility
in citizens" (Engle & Ochoa, 1988, p. 13).
Reflection and Learning
Dewey submitted that reflection was more effective than "trial-anderror" processes applied to problem-solving in an increasingly technologi¬
cal world. In one of his discussions of reflection within experience,
Dewey (1916) connected reflection with thought processes:
Thought or reflection ... is the discernment of the
relation between what we try to do and what happens
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in consequence. No experience having meaning is pos¬
sible without some element of thought, (pp. 144-45)
As we reflect, or put thought into our experiences, Dewey submits that,
"the quality of the experience changes; the change is so significant that
we may call this type of experience reflective" (1916, p. 145). In other
words, we learn not from experiences alone, but rather from reflecting on
those experiences.
After Dewey's theoretical contributions on reflection as a process
for learning, it was not until the late 1970s that educators once again fo¬
cused attention on reflection — although now in practice. Donald Schon
explored how reflection could have real applications for teachers in their
practice.

Schon (1983) believed the process of learning was paramount

to content and challenged the rigidity of traditional curriculum planning
and teaching. Supporting Schon’s notion of learning as a process, Kolb
(1981) explained learning as a cyclical process based on continuous re¬
flection (Appendix A). He illustrates that individual learning, change,
and growth are advanced by a process that originates with experience,
followed by observations and reflections on that experience, which are
then analyzed and used to change behavior and create new experiences.
In this model, reflection becomes a key element in a process of change,
and thus a basic construct in learning.
The notion of the "reflective practitioner" initiated discourse around
how teachers teach and how students learn, centering on epistemological
20

and political issues related to curriculum (Beyer & Apple, 1988; Doll,
1993; Vallance, 1986). Moreover, the criticisms of learning theorists
were timely as yet another major reform movement promoted educators
to raise questions concerning the effectiveness of our nation's public
schools (Boyer, 1983; Goodlad, 1984; Lightfoot, 1983; McNeil, 1986; Siz¬
er, 1984).
In the context of schooling, reflection places an equal responsibility
for learning on both the student and the teacher. Content-centered and
teacher-directed classrooms have minimal use for reflective practice
because:
. . . teacher telling simply requires learners to memo¬
rize information and give it back on tests. . . . Reflec¬
tion is necessary only when a student has the content
or information and has to make some sense of what it
means. (Silcox, 1993, p. 9)
Within this "banking" concept, Freire (1970) points to the potential of a
"pedagogy of the oppressed" devoid of critical consciousness and limiting
the thinking potential for students. Many educators have criticized
teacher-centered instruction and argue in favor of Freire’s "reflexive"
model engaging the learners in a continuous dialogue and "problemposing" curricula (Apple, 1982; Aronowitz & Giroux, 1985; Greene,
1978).
The basis of critical theory supports reflective practice to promote
transformation of individuals' thoughts and actions. Applying a
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constructivist context, Shor (1992, p. 22) acknowledges reflection as sig¬
nificant in promoting individual empowerment and social change:
We can reflect on reality and on our received values,
words, and interpretations in ways that illuminate
meanings we haven't perceived before. This reflection
can transform our thought and behavior, which in
turn have the power to alter reality itself if enough
people reconstruct their knowledge and take action.
For social change and reform to happen, the existence of multiple reali¬
ties, that are socially constructed from individual experiences and reflec¬
tion, must be acknowledged and accepted by individuals within a group.
However, this is not easy when multiple realities conflict with each other.
By working toward similar goals identified by group members, the pro¬
cess of constructive problem-solving through ongoing, critical dialogue
may help advance reform efforts more democratically. "Dialogue links
people together through discourse and links their moments of reflection
to their moments of action" (Shor, 1992, p. 86).
Constructivism and Education Reform
Many advocates of school reform support a change toward con¬
structivist frameworks. This means a change from the way most schools,
and teachers within those schools, function on a day to day basis: domi¬
nated by "teacher talk" in the classroom; relying heavily on textbooks
that rarely present multiple perspectives of reality; an emphasis on indi¬
vidual learning that discourages collaboration with other students; and
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learning which is centered around students getting "right" or "wrong" an¬
swers (Flanders, 1973; Goodlad, 1984).
When educators perceive a conflict between how students learn
and the structures of our educational systems, we need to reconsider
what we are doing in our schools to promote learning. Over the past two
decades, there have been a surge of responses to ineffective schooling:
student-centered learning based on the needs and interests of the indi¬
vidual learners (Beane, 1990; Shor, 1992); "authentic" problem-posing
curricula (Freire, 1970; Newmann & Wehlage, 1993); cooperative learning
centered around projects that are meaningful to students (Johnson &
Johnson, 1987, 1990; Sharan, 1990; Slavin, 1987); and emphasizing
critical thinking in the learning process (Freire & Faundez, 1989; Giroux,
1978, 1988; Shor, 1992).

All of these education practices are strength¬

ened by a constructivist approach to teaching and learning.
Schools will have to change in order to meet the demands of an in¬
creasingly technological age in the 21st century. We have already wit¬
nessed the results of individuals unprepared for the workforce and the
demands of citizenship in a democratic society. From an ideological per¬
spective, constructivism embraces a world in which diversity and con¬
tinuous change exists. In terms of education both new and experienced
teachers will require help with reconceptualizing teaching and learning to
a social constructivist perspective (Greene, 1988; Prawat, 1992). Within
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a constructivist framework, a teacher's role takes on a new meaning. For
example, teachers become change agents — helping students change
themselves as well as the world around them. As change agents, teach¬
ers design curriculum around conceptual clusters of problems or issues
that students find meaningful, and encourage them to consider multiple
perspectives. With student-centered instruction teachers become re¬
sources guiding students to discover their own solutions and under¬
standings. Thus, students are encouraged to be responsible for their
own learning.
Constructivism and Community Service-Learning
The underlying philosophical structures of community serviceleaming are related to educational ideology found within a social con¬
structivist framework.

As constructivism begins with an individual's

knowledge of the world around them, CSL begins with individual stu¬
dents' understandings about the communities in which they live. For ex¬
ample, teachers help students explore some of the issues within their
communities by raising questions and encouraging them to acknowledge
the complexity of these issues. This teacher/student collaboration of ex¬
ploring important community problems and identifying needs, creates a
relationship described by Freire (1970) as "critical coinvestigators" as
they plan and implement a service project.

24

Second, a constructivist teacher's role is a resource to students,
guiding them to appropriate information, contacts, and the means (e.g.,
writing letters, phoning individuals) within the context of their study. As
a facilitator, a teacher approaches class discussions as a dialogue, en¬
couraging students to present multiple perspectives, sharing ideas, and
brainstorming strategies to problem-solving. As a curriculum developer,
a teacher continuously adapts materials and activities to the intellectual
interests and needs of the students.
Nathan and Kielsmeier (1991, p. 740) wrote, "We need to change
our views of the young. We need to see youths as citizens: as resources
and producers who are valued, needed, respected, and acknowledged."
Within a constructivist framework, responsibility is on students, who are
acknowledged as thinkers and problem-solvers. Community servicelearning provides opportunities for students to participate constructively
in their communities.
Fourth, constructivism encourages individuals to work together
and collaborate with others to create understandings of the world. Com¬
munity service-learning also involves students working together in
groups rather than pursuing individual projects. CSL projects enable
students to work with community members as well as students in their
classes, which help broaden understandings for both service recipients
as well as students.
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Finally, as reflection is a significant process within a constructivist
framework, it is also key to understanding and learning from service ex¬
periences (Cairn, 1991; Nathan & Kielsmeier, 1991; Silcox, 1993). Com¬
munity service becomes community service-learning only when refection
is included within a service experience.

The Literature on Service in Educational Settings

Community service-learning is a derivative of experiential educa¬
tion (using one’s experiences as a foundation for learning). John Dewey's
theoretical contributions have provided a "language" that can be attached
to learning processes — reflective practices, experiential learning, com¬
munity service-learning.

Dewey’s work was significant in the develop¬

ment, and evolution of what is know today as service-learning.
Learning from Dewey's ideas, William Kilpatrick (1918) created
what became known as, "The Project Method" for teaching and learning.
He proposed that projects that originate from real questions and address
actual community needs be the focus of student learning. Today the idea
of "project learning" is supported by educators and organizational devel¬
opers alike.2
During the 1930s, George Counts (1932) and other social recon¬
structionists argued that schools could and should be the catalyst for

2 For a complete discussion of "project learning" in the workplace,
see Tom Peters,' Liberation Management New York: Knopf, 1992.
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instilling values of social reform.

Moreover, another social reconstruc¬

tionist movement evolved during the 1950s when social activism once
again became connected with schooling (Brameld, 1957). One example
was the Citizenship Education Project created by Teachers College at
Columbia University that emphasized students’ participation and direct
involvement with their communities. Curriculum packages were devel¬
oped to promote social action projects.
Although literature on learning through community involvement
and service was scant during the 1960s, many youth service programs
existed under a variety of names — Youth Tutoring Youth, Day-Care
Youth Helpers, Peer Co-Counseling (Kohler et al., 1985). Moreover, it
was during this decade that civil rights and equality for minority groups
became the national agenda for reform. Educators reaching out to op¬
pressed individuals discovered that traditional, middle-class values that
often characterized traditional curriculum were removed from the lives of
many people. To engage students in constructive learning, the commu¬
nity and issues related to the students' lives became central to the cur¬
riculum, as Wiggington (1985) later documented.
Based on the research sponsored by the Carnegie Foundation,
Boyer (1983) proposed school-based community service be included as a
requirement for high school graduation. However, he did not specify how
youth service might be connected to the curriculum. Up to this point.
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school-based youth service could be characterized as "co-curricular" or
outside of the school's core instructional program, as opposed to "cur¬
ricular” which would include service as an independent study, an in¬
structional unit within a course, a separate class, or a school-wide
program (Appendix B). In another Carnegie study, however. Turning
Points (1989, p. 45) the notion of youth service was recommended to be
included within a school's "core instructional program" as one of many
middle school restructuring efforts.
During the last few years, educators have advocated that youth
service be connected with classroom work and included within the school
day as much as possible (Cairn & Kielsmeier, 1991; Conrad & Hedin,
1991; Kinsley, 1990).

By connecting youth service to the curriculum,

the term "youth service" changed to community service-learning ox
service-learning.

By creating "meaning" around CSL that connected

service experiences with student learning, service-learning became in¬
creasingly supported by educators across the nation.
The nation was ready for change, and educators were exploring al¬
ternative notions of schooling.

There was substantial discourse around

the meaning of schooling, curriculum, and the politics connected to
education also shared the spotlight with CSL (Apple, 1989; Bloom, 1988;
Kozol, 1991). Service-learning was one approach to rethinking how stu¬
dents might learn while reconnecting with communities.
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Effective Community Service-Learning Programs
Community service-learning is a process that involves at least
three components: preservice instruction, community service experi¬
ence, and student reflection.

All three of these components must be in¬

cluded for service-learning to be effective. For example, if students
participate in a river cleanup project as a service to the community, but
do not receive any instruction about water pollution prior to their experi¬
ence, their understandings may be limited.
Preservice activities can help students prepare for their community
service experiences — e.g., explore community issues and problems in
more depth. As part of this process it is important for students to col¬
laborate with community members in order to identify a specific need for
which an appropriate service will justify.

This often includes engaging

students in reading and writing and class discussions as part of the
planning process.
The service experience is the second component. There has been
some debate over how much time students should spend doing service.
Another issue often raised addresses how "community" is defined in
terms of service. There are no clear answers to these concerns based on
the literature. The time students spend engaged in service projects often
depends on their ages and abilities as well as the nature of the service.
The service project should be significant enough to have an impact on
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both the participating students and the recipients of the service. More¬
over, a "community" can be defined in a variety of ways — school com¬
munity, local community, neighborhood, or a specific population (e.g.,
individuals with AIDS) who might need help.
The third component, reflection, is important to community
service-learning because it connects everything together, helping a stu¬
dent create meaning from their inquiry and service. Effective CSL in¬
cludes student reflection throughout the project. Reflection is a process
that engages a student in independent thought about his or her personal
experiences — often in terms of "meaning" within the realm one's experi¬
ence. Writing is perhaps the most effective way for students to reflect on
their community service experiences. Many teachers ask students to
keep a journal during CSL projects. Students' reflections can be used to
build on other instructive activities such as group discussions, reports,
and further research assignments that may additionally broaden the
scope of a student's service experience.
According to Hedin and Conrad (1987) effective community servicelearning programs share six important characteristics. They conclude
that community service must meet identified needs within a "community"
and involve students with projects that both students and community
members believe are worthwhile. Second, they find community servicelearning to be successful when it has consequences that are perceived as
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"real” by the participants and involves individuals who depend on stu¬
dents' actions. Third, community service projects must challenge stu¬
dents by placing them in new roles (e.g., tutor, environmental researcher)
within new environments (e.g., elementary school, nursing home, river
banks), requiring them to use new skills in these situations in order to
stretch their thinking both cognitively and ethically.

Fourth, school-

based community service must be a collaborative effort working with
adults and/or peers. Fifth, effective CSL projects must involve students
in significant decisionmaking processes and encourage them to take per¬
sonal responsibility for their actions. And finally, community servicelearning must provide systematic reflection on the students' experiences
that includes extensive and ongoing discussion, reading, and journal
writing.
The findings of another study (Nathan & Kielsmeier, 1991) served
as the framework for the Governor's Youth Service Recognition Program
in Minnesota. These findings suggest the following key elements for ef¬
fective service and social action learning programs:
. . . significant, necessary, and measurable service is
accomplished; youths are directly involved in planning
and implementation; clear institutional commitment to
the service program is reflected in goals and mission
statements; community support for and involvement
are strong; learner outcomes are well-articulated; a
well-designed and articulated curriculum for service
exists that includes preparation, supervision, and ac¬
tive reflection on the experience; and regular and
31

significant recognition of the youths and adults who
participate takes place, (p. 741)
This dissertation focuses on a significant component cited in both
of the conclusions above: involving students in making decisions in the
planning, implementation, and management of school-based community
service projects. When teachers develop curriculum, they look for re¬
sources available making the connection to their students' academic
needs, abilities and interests.

Involving students in such a process often

requires teachers to shift from teacher-directed to student-directed learn¬
ing.

Central to this inquiry is the degree to which teachers co-construct

curriculum with their students to define and develop a community
service-learning projects.
Research on Community Service-Learning
Some of the earliest studies on youth service centered around ex¬
periential learning programs (Coleman, 1977; Conrad & Hedin, 1982).
These quantitative studies were focused on the social/psychological de¬
velopment of adolescents and addressed the effects community service
had on youths. The findings from these studies have suggested that stu¬
dents' self-esteem have improved, especially for students who were en¬
gaged in tutoring others (Calabrese & Schumer, 1986); students gained
a better their sense of social competence when communicating effectively
to groups of individuals (Newmann & Rutter, 1983); and finally, students
gained in the development of personal and social responsibility (Conrad
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& Hedin, 1982; Hamilton & Fenzel, 1988).

The findings of most studies

concluded that high school students generally benefited intellectually,
socially, and psychologically from participating in community service
projects. Until recently much of the literature on service-learning was fo¬
cused on high school students.

Recent studies on service-learning have

addressed benefits for early adolescents.
Service-Learning in Middle Schools
More relevant to this dissertation is the current research on com¬
munity service-learning programs for middle school students.

Some of

this literature has been anecdotal, describing community service pro¬
grams and projects in which early adolescents have participated (Hoose,
1993; Rolzinski, 1990). These engaging stories portray young people as
helpful, creative and contributing citizens within their communities. For
example, in Los Angeles, the community project, "Clean and Green" en¬
gaged middle school students in cleaning up trash, clogged gutters in al¬
leys and streets as well as planting new trees and painting over graffiti,
which also prevented these students from being recruited into gangs
(Rolzinski, 1990). Other stories describe various ways that some 13 and
14 year old students have independently reached out to others in their
communities who are homeless or sick (Hoose, 1993).
Among the studies conducted on middle school students partici¬
pating in service-learning, two recent studies are particularly relevant to
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this dissertation (Addison-Jacobson & Addison, 1995; Hecht et al.,
1995).

Although these studies were conducted in the context of specific

service-learning programs, the Hecht study focused on areas of student
personal growth during service-learning, and the Addison study explored
the "benefits" and "costs" of implementing service-learning into middle
schools.
A two-year study (Hecht et al., 1995, p. 2) sponsored by the DeWitt
Wallace-Reader's Digest Fund, focused on over 500 middle school stu¬
dents' self-reported behaviors and beliefs about their personal growth
from experiencing service-learning. The study was conducted in the con¬
text of "The Helper Model of Service-learning," which was designed spe¬
cifically for middle school students. The general requirements for this
model specified that "service-learning be a well defined and ongoing part
of the school's curriculum." More specifically, a student's service
involvement must last a minimum of 10 weeks; there must be training
and ongoing reflection; all projects include a skilled adult facilitator;
students participate in planning service projects; preparation include
group development and building trust; the service must fill a real need;
and service-learning be a firm component within the school’s/organiza¬
tion's schedule. The research was conducted using a survey method
(Likert-type items combined with open-ended questions) between the
academic years 1992-93 and 1993-94.
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The findings of the study suggested that middle school students
perceived personal growth in three basic areas: school related
(achievement, attendance, beliefs); preparedness for the school to work
transition (career development, problem solving and listening skills, and
work-related responsibility); and psychosocial skills (empathy towards
others and self-efficacy). Specifically, when asked the question, "How did
participating in Service-learning change you?" 25% of the students re¬
ported that participation in Service-learning did not change them. How¬
ever, a significant number (39%) of the participating students' responses
were categorized as, "Learned about self," "Learned to work with others/
help people," or "Learned about community" (Hecht et al., 1995, p. 7).
When asked, "What can you do to help your community?" students' re¬
sponses were varied.
The researchers noted that students often responded to the survey
question in the context of the type of service in which they participated,
"students who were in a tutorial program tended to state the way they
could help the community by helping children" (Hecht et al., 1995, p.
12). And when students were asked, "What do you expect to be the
hardest thing about service-learning?" the findings indicated students’
beliefs about service-learning in the pre-survey were very different than
their responses in the post-survey. For example, 12% of the students
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responded to this question with, "Nothing" in the pre-survey, while (20%)
responded similarly in the post-survey.
This finding suggests that students' perceptions about providing
service to their communities had changed after participating in servicelearning projects. In general, students were more positive about making
contributions through service-learning projects. As the researchers sub¬
mit, the results of this study "provide guidance for considering the ways
students perceive Service-learning and a preliminary framework for de¬
scribing and exploring student growth" (Hecht et al., 1995, p. 12).
The second study relevant to this dissertation was conducted as a
case study. Addison-Jacobson and Addison (1995) explored the implica¬
tions of promoting service-learning in two California middle schools.
They described seven service-learning projects, analyzing the "benefits"
and "costs" in the context of the overall programs. Their findings indi¬
cated that among six groups (the students, the service recipients, the
school, the community at-large, the teacher, and the administrators)
benefiting from service-learning, the greatest impact was on the stu¬
dents. Almost all of the students learned: "about the community in
which they live. . . . about service and come to realize the role volunteer
service plays in a community. . . . about some of the skills it will take to
hold a job" (p. 10).
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Teachers also benefited from their involvement in service-learning
projects because

. . it allows them to see their students succeed. . . .

it allows them to connect their passion with their work. ... to make
work more meaningful and their lives more coherent" (Hecht et al., 1995,
p. 13).
The study also explored the "costs" associated with service-learning
projects at the middle school. The researchers verified "difficulty of find¬
ing meaningful service work" for early adolescents as a significant chal¬
lenge along with "difficulty of planning and coordination" for teachers
(Hecht et al., 1995, p. 15). Thus, placing students in age-appropriate ser¬
vice activities from which the receiving agency genuinely benefits, and
time to plan, implement, and assess student learning are two of the five
categories presenting challenges for educators.

The other categories in¬

cluded "the problem of energy" centering on lengthy projects, "the prob¬
lem of not feeling successful" focusing on the use of "reflective thinking,"
and issues related to numbers of participating students, block/team
scheduling, and "a sense that service-learning causes instructional time
to be lost" (Hecht et al., 1995, p. 16).
The final analysis suggests that service-learning is complex and of¬
ten difficult to implement. Several recommendations based on this study
are offered to other practitioners. They include allowing sufficient time
for service-learning projects, including agencies in the planning process.

37

and placing student learning at the center of service projects. Other stu¬
dies (Shumer, 1994; Wade, 1995) identified many of the problems re¬
ported in the Addison-Jacobson and Addison study.
Teachers of Service-Learning
Two other studies included in the current literature on servicelearning center on the role of the teacher. Both of these studies provide
the perspective of teachers engaged in service-learning activities.
Shumer (1994) used focus groups with middle school teachers in
5th, 6th, and 7th grades and interviewed the teacher from the high
school service-learning class in a rural Minnesota. Each focus group met
two times: once prior to the service-learning activities and a second time
after the service-learning projects were completed. This study explored
the participating teachers' thoughts throughout the process of imple¬
menting service-learning by "presenting a focused assessment of the
benefits and barriers presented when teachers implement servicelearning" (p. 2).
In concurring with the findings of Addison-Jacobson and Addison's
(1995) study on middle school CSL programs, "the integration of servicelearning into the curriculum is not an easy task" (Shumer, 1994, p. 26).
Time, money, and staffing for planning and implementing projects were
important factors that teachers perceived as barriers to service-learning.
The findings suggested that administrative support, transportation and
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liability were also major concerns for the middle school teachers. Teach¬
ers also reported that service-learning coordinator was an important
component to having a successful service-learning program.
An important point was addressed in the text of Shumer’s report,
although it was not emphasized as a finding in the conclusion. Some
6th-grade teachers expressed misconceptions of what service-learning
entails:
One issue that arose was actually what servicelearning is. Teachers were unclear. . . . So, servicelearning appeared to include raising levels of aware¬
ness, fostering home projects, and even changing the
duplicating habits of the teachers. The notion of ser¬
vice was quite difficult to define because it embraced
everything from intention to action. (Shumer, 1994, p.
11)
The findings also suggested that the connection between service to learn¬
ing was unclear to some 7th-grade teachers. "Like other teachers in the

school, they were not clear as to what level of involvement students need¬
ed to have before they were really doing service" (p. 14).
Despite many barriers to service-learning, Shumer (1994, pp.
19-20) reported the participating teachers perceived several benefits. For
example, teachers described positive changes in their students' behav¬
iors: increased motivation to participate in service-learning activities;
students developed a strong "sense of ownership" of their projects; and
service experience allowed students not traditionally considered leaders

39

to demonstrate some real skill and talent." The report concluded that
the combination of barriers and benefits resulted in teachers viewing
service-learning with "guarded optimism" (p. 30).
In her study, Wade (1995) used a more holistic approach to explore
ten midwestem teachers' beliefs, values, and life experiences in relation
to service-learning. Eight out of the ten teachers had prior experience
with service-learning. In two separate interviews with each teacher.
Wade explored the community service experiences that they had prior to
their teaching positions, their beliefs about service, their approaches to
planning service-learning projects, their perceived rewards and problems
with service-learning.
The overall findings of Wade's study suggest that participating
teachers were "largely positive about the service-learning experiences" (p.
18). As in both Addison-Jacobson and Addison’s (1995) study and
Shumer's (1994) study, the teachers strongly valued the social and per¬
sonal growth they perceived in their students. However, Wade's findings
also suggests that each of the service-learning teachers had a "belief in
the importance of community involvement" (p. 19) which might have led
them to choose service-learning as a practice. She wrote:
early life experiences and current community involve¬
ment likely contributed to the strong beliefs that these
teachers had in the importance of service-learning for
their students, (p. 19)
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Thus, teachers' perceptions of the world around them and their partici¬
pation within their communities can, and often do, shape what teachers
value and frequently do with their students.
Another finding indicated that the approaches used by the teach¬
ers to plan and implement service-learning activities were "diverse, cre¬
ative, and flexible" (Wade, 1995, p. 20). Student input and choice were
encouraged by most teachers, although several projects "were initiated by
students and came about because responsive and creative teachers saw
ways to connect student interests with academic goals."
Among the problems raised concerning service-learning in Wade’s
(1995) study, "time" was most often sited as a critical factor for servicelearning teachers. As with several other recent studies discussed in this
literature review, teachers found it difficult to find the time for both plan¬
ning service-learning projects and also including service during the regu¬
lar school day. Nevertheless, in concluding her report, Wade (1995, p.
24) is optimistic about the potential of service-learning in educating
youth: "with creativity, skill, and energy, teachers can bring about
powerful experiences benefiting their students, schools, and
communities."
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Curriculum as Phenomenological Constructs
The work of some curriculum traditionalists (Taba, 1962; Tyler,
1949; Zais, 1976) have advanced the notion of curriculum as directives
or as a set of "principles" to be formulated for student learning, imposed
on them by the teacher. Although not all of these theorists agree with
each other, they do support what Posner (1988, p. 80) refers to as a
"technical production perspective" of curriculum that is primarily focused
on issues of procedure, description, and conception.

Using this perspec¬

tive, curriculum is developed by a systematic approach for determining
goals, objectives, learning experiences, and evaluation.
Recent discourse among some educators, however, have produced
alternative perspectives about curriculum theory and development
(Apple, 1979; Beyer & Apple, 1988; Connelly & Clandinin, 1988; Giroux
et al., 1981; Pinar & Reynolds, 1992).

Partly drawing from the work of

critical theorists (Freire, 1970; Giroux, 1983), these alternative perspec¬
tives emphasize that curriculum is ongoing, continuously changing, and
reflects the political and social world in which we live.
Because the nature of service-learning presents many variables in
terms of the curriculum itself, CSL cannot be regarded as a fixed agenda
for learning. Students going to a local nursing home to participate with
the elderly might encounter many new and unanticipated situations.
Take for example the young girl whose elderly companion suddenly
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becomes too ill to participate. Her teacher might have to help her under¬
stand the context of the situation. This important learning experience
cannot be incorporated within the pages of a "how to" guide for service at
the local nursing home.
Student-centered, phenomenologically constructed curriculum be¬
gins with a context — students, community, and issues. Every servicelearning project will be somewhat different from the other because the
players (teachers, students, community participants) and the context in
which the service takes place are unique. Taking this concept another
step, the individual perceptions of these participants — going into the ex¬
perience and their learning as a result — also may differ.
The question that Tyler (1949, p. 3) raises that remains to be an¬
swered regardless of approach to curriculum theory is: "What education¬
al purposes should the school seek to attain?" Considering the
curricular planning around service-learning activities, educators still
must answer an essential question of educational purpose to keep fo¬
cused on our task of guiding students with their learning.

Teachers and Curricular Decisionmaking

Teachers work in a highly contextualized setting, where their work¬
place is continuously shaped by a variety of factors including the socialpolitical climate, organizational beliefs and behaviors, bureaucratic

43

structures, and professionalism (Johnson, 1993; Rosenholtz, 1989).
Moreover, teachers bring with them their personal values, beliefs, and
notions about learning.
Education Reform and the Role of Classroom Teachers
Many school reform advocates today place teachers at the center of
school change (Flinders, 1988; Johnson, 1993; McNeil, 1988; Paris;
1993). However, this has not always been the case. In the reform move¬
ments of the 1970s, teachers were portrayed as incompetent, untrust¬
worthy, or unknowledgeable.

Many policymakers responded, "with an

array of regulations and prescriptions designed to upgrade teachers'
qualifications and improve their performance — licensing exams, man¬
dated curricula, competency tests for students" (Johnson, 1993, p. xvi).
Moreover, the notion of prepackaged, "teacher-proof' curriculum
was also promoted to remove any autonomy that teachers might have re¬
lated to curricular decisionmaking and student learning. Many teachers
felt demoralized and angry. "Efforts to regulate teaching practice and in¬
stitute merit pay encountered enormous opposition from teachers and
achieved only modest. . . success in schools" (Johnson, 1993, p. xvi).
Many policymakers in school districts across the nation began to
acknowledge that long-lasting change in schools could not occur without
the support of teachers. As the reform movement grew within the
mid-1980s, teachers became identified as "chief agents of reform"
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(McDonald, 1988, p. 471). This resulted in a paradigm shift in which
teachers would ideally become more directly involved in decisionmaking
processes of school reform. The term, "teacher empowerment" emerged
from this era. "This . . . strategy has met with greater favor among
teachers and seems more consistent with what is known about teachers'
need for control over their work, but begs the question of how schools
should be organized for better teaching and learning" (Johnson, 1993, p.
xvii). Their roles as curriculum developers are "key" in planning and im¬
plementing learning experiences that meet the needs of their students.
Teacher Agency
A growing number of educators have called for alternative concep¬
tions of a disempowering relationship between teachers and curricular
decisionmaking. They debunk the de-skilling of teachers advocating that
classroom teachers can, and often do, nurture a sense of true "agency"
through their abilities as curricular decisionmakers (Apple, 1982; Apple
&Teitelbaum, 1986; Klein, 1990; Paris, 1993; Wood, 1988, 1990).
Their assumptions concerning curricular theory and classroom practices
"challenge rather than reproduce teachers existing relationships to cur¬
riculum" (Paris, 1993, p. 15).
Teacher agency refers to the ability and the willingness of teach¬
ers to actively engage in the research, design, and critique of curriculum
to use in their own classrooms. There is a significant difference in the
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relationships between teachers who implement others' curriculum work
and teachers who have "agency" in curriculum work.

Curriculum can

be perceived as a "product", created by "experts" that is used in nonspe¬
cific contexts. Thus, teachers merely implement a curriculum that has
been "handed down" to them. The conception of curriculum through
agency, however, is a "process" that includes an ongoing, evolving en¬
gagement of teachers and learners, who mutually construct goals and ac¬
tivities for learning within a context-dependent setting. (Paris, 1993, p.
17). As opposed to perceiving teachers as "consumers of curriculum"
and "incapable or unwilling to engage in curriculum work," teacher
agency advances the notion that teachers are "creators and "critics" of
curriculum and "capable and willing" to participate in curriculum devel¬
opment" (Appendix C).
As a pedagogy, service-learning encourages teacher agency largely
because of the many changing variables (student interests and abilities,
service site, logistics transportation, parental support) used when devel¬
oping the curriculum. Moreover, CSL promotes student participation in
the planning and implementation of the service projects. Finally, servicelearning is often perceived by teachers as ongoing, building on the stu¬
dents' knowledge and interests within the context of the curriculum.
In terms of "agency" service-learning can be an important step to¬
wards teacher empowerment. As role models empowered teachers often
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provide conditions for their students to become empowered themselves.
Thus, "teacher agency" is likely to advance "student agency" in terms of
students having the ability to impact their own learning.

Empowerine Education for a Participatory Democracy

Service-learning can be a building block for participatory citizen¬
ship, preparing youth for living productively in a democratic society. One
powerful way to prepare young people for democratic participation is to
create a learning community in which democracy is routinely practiced.
Democracy as a "way of life" builds on learned behaviors and skills that
can be integrated into educational experiences. Grambs and Carr (1979,
pp. 73-4) stated:
that democracy can and should, be operative in educa¬
tion is based on the assumption that citizenship in a
democracy demands practical, long-standing training
in how to function in such a system. ... It is only
when young people in school experience over and over
again, in thousands of individual incidents, the ways
in which democracy works and feels that they are go¬
ing to be able to act democratically.
Supporting this perspective, Beyer (1988) poses that teaching prac¬
tices and curriculum planning cannot ignore the social and political dis¬
course that reflects our culture. To foster democratic ideals, school
curriculum should include specific goals that encourage students to en¬
gage in democratic practices both in and out of school settings.
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Democratic education consists of pedagogy that embraces princi¬
ples of democracy. Today, these principles include participation in the
decisionmaking processes that affect students lives, appreciation of and
respect for diversity in the school and community, and the ability to ef¬
fect change in the world in which one lives. Democracy and the skills re¬
quired for democratic practice are complex.
As a means to further understand the theoretical framework sup¬
porting this study, a model of "Empowering Pedagogy" (Appendix D) is
used as an illustration.

In this model there are three significant educa¬

tional goals: to develop students' moral values and character that rein¬
force the principles of democratic ideals; to increase students’ awareness
of current social, community and global issues that involve social
oppression and injustices, violence, and environmental destruction; and
to provide opportunities for students to engage in socially responsible ac¬
tions that will make a difference in their lives or the lives of others.
The purpose of an empowering pedagogy is to promote student
leadership and self-directed learning through decisionmaking, respecting
the diversity of individuals, collaborating with other students to accom¬
plish tasks, and taking responsibility. Several educators have taken
leadership supporting the constructs of student empowerment through
educational practice (Banks, 1990, 1991; Freire, 1970; Kreisberg, 1992;
Shor, 1992; Wood, 1990).

48

Moreover, an empowering pedagogy routinely promotes and sup¬
ports the knowledge and skills found in cooperative learning, critical
thinking, and multicultural education. For example, cooperative learn¬
ing, which encourages sharing, respect for others, and collaborative
problem-solving can be practiced to promote students’ development of
moral values and character, the first goal of the model (Johnson & John¬
son, 1989). Critical thinking, which involves learning to consider multi¬
ple perspectives of a controversial issue or situation (Elbow, 1986; Kelly,
1989), addresses the second goal of increasing students’ awareness of
social and community issues. Multicultural education, which includes a
social reconstructionist paradigm (Sleeter & Grant, 1988) supports the
third goal of engaging students in socially responsible actions.
"Empowering education invites students to become skilled workers
and thinking citizens who are also change agents and social critics"
(Shor, 1992, p. 16). Community service that is designed to help students
learn how they can make a difference in the lives of others, can also be
considered an important and necessary component for an empowering
pedagogy.
Community Service as a Component of Empowering Pedagogy
Historically, there have been many advancements that were driven
by national service in the United States to help those in need. The Red
Cross organization was founded in the 19th century; the Civilian
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Conservation Corps was established during Franklin Roosevelt's pres¬
idency; the Peace Corps and VISTA were supported by President Kenne¬
dy; and President Bush signed the National and Community Service Act
of 1990. Senator Edward Kennedy (1991, p. 772) who first introduced
this bill into the Senate, wrote about citizen responsibility in a
democracy:
Democracy means more than the freedom to pursue
our own self-interest. It also means the responsibility
to participate in the life of the community and the na¬
tion — the responsibility to give something back to
America in return for all it has given us. This commit¬
ment to public service has been the hallmark of the
best of the American experience.
Teaching children to care beyond the classroom is essential for
good citizenship in a participatory democratic society. In his discussion
on teaching responsibility and social justice, Lickona (1992, p. 304)
argued:
Of the many things that make a person a good citizen,
two stand out. One is an attitude of caring about
one’s fellow human beings. The other is the belief that
one person can make a difference. . . . Helping young
people realize that, grow beyond selfishness, and dis¬
cover their own capacity for doing good is a crucial
part of values education.
As part of citizenship education, it is important that teachers em¬
phasize prosocial values and behaviors as well as encourage students to
participate in their communities in positive and constructive ways (Kohn,
1991; Staub, 1981). One way to do this is to provide students with
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opportunities to make contributions within their communities that are
acknowledged and valued by its citizens. Through their participation in
meaningful community service projects, it is possible that young people
will learn to make contributions within their communities throughout
their lives.
One purpose for integrating community service-learning into the
school curriculum is to help students learn principles and practical skills
required for a pluralistic and democratic society (Banks, 1990, 1991;
Engle & Ochoa, 1988; Goodlad, 1984). These principles often include
active participation, respect for diversity, caring about the needs others,
and working for equality and social justice. Some of the skills include
working collaboratively, becoming critical thinkers, and learning the dif¬
ferent ways that enable one to take responsibility and leadership.
Providing students with choices and giving them a "voice" in deci¬
sionmaking processes within their classrooms may lead to student em¬
powerment (Kohn, 1993). However, this may occur only if their decisions
lead to actions which make a difference in their lives. When teachers in¬
vite students to participate in making decisions regarding classroom pro¬
cedures or the curriculum, the consequences of their decisions are an
important part of their learning. However, using Dewey’s term, it could
be "mis-educative" if teachers provided opportunities for students to
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make choices that really affect them, but neglected to give them the au¬
thority and responsibility to implement the choices they make.
When students learn how they can effect change in their own clas¬
srooms, they may extend their abilities to make a difference within their
schools, neighborhoods and local communities as well. In his discussion
of empowered action, Kreisberg noted (1992, p. 114) "the knowledge that
one was making a difference within the . . . community was an essential
part of each person’s experience of empowerment."
Community service and social action projects are important attrib¬
utes of democratic practice that compel democracy to take shape. More¬
over, an important connection between democratic practice and
community service emphasizes individual participation, empowerment,
and leadership (Seigel & Rockwood, 1993). Therefore, when teachers de¬
velop service-learning projects emphasizing strong democratic principles,
it then has the potential to be empowering for students by encouraging
them to explore community issues, challenging the status quo through
critical inquiry, helping them become independent thinkers and decision¬
makers, and giving them the tools to make a difference in their lives and
in their communities.
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Summary

This chapter described the three theoretical frameworks I have ap¬
plied to this study: a constructivist perspective of teaching and learning
as it applies to service-learning principles; critical theory used to support
the argument of service-learning as empowering pedagogy; and curricu¬
lum as a phenomenological construct applied to service-learning
practices.
The literature review was used to demonstrate and support the
evolution of community service-learning in this century rather than cri¬
tique prior studies. There has been, however, a shift in the literature on
community service-learning over the past five years. For example, the
early studies rarely described the problems that were apparent in some
practices of the later studies.
Qualitative studies applied to educational settings allow re¬
searchers to discover more of the complexities of service-learning as per¬
ceived and practiced by those who teach as well as learn. In the next
chapter I discuss the design and methodology used to conduct this
study.
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CHAPTER III
THE DESIGN AND RESEARCH METHODS

The Overall Approach to the Study

When conducting research, the methodology selected for a study
most often reflects the nature of the questions being asked by the re¬
searcher. While the questions of "what" and "how many" are best an¬
swered by quantitative research methods, the questions of "how" and
"why" are more appropriate for qualitative methodology.

According to

Merriam (1988, p. 3), research that is "focused on discovery, insight, and
understanding from the perspectives of those being studied offers the
greatest promise of making significant contributions to the knowledge
base and practice of education."
Teaching and learning take place in a dynamic social context,
where individuals come from different perspectives, backgrounds, and in¬
terests. Most positivist approaches to research presume that behaviors
can be repeated in one or more settings over time. However, qualitative
or "interpretive" research embraces the notion that "action" rather than
"behavior" more clearly prescribes what teachers and students generally
do (Erickson, 1986, p. 129):
What constitutes appropriate and intelligible social ac¬
tion in classrooms and all other natural human groups
is the capacity for a set of individuals to live together
successfully in the midst of the current moment,
reacting to the moment just past and expecting the
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next moment to come. . . . Each individual in the set
has a particular point of view from within that action
as the action changes from moment to moment.
Qualitative research embraces the paradigm that there are multi¬
ple realities and not merely one correct answer to a research question.
One fundamental philosophical assumption underlying qualitative ap¬
proaches is that "the paramount objective [of the researcher] is to under¬
stand the meaning of an experience" (Merriam, 1988, p. 16). Beliefs are
sought throughout an inquiry rather than facts.

Lincoln and Guba

(1985, p. 84) also refer to the notion of "constructed realities" in terms of
understanding how individuals build meaning around "tangible phe¬
nomena in order to make sense of them."
This study addresses the multiple meanings that the teachers and
their students have constructed around school-based youth service and
community service learning.

I chose to conduct this research as five de¬

scriptive case studies for several reasons. First, it made sense to look as
each teacher and project as a separate case. Second, it was useful to ex¬
plore the variables within each of the two middle schools. Finally, it was
easier to organize and manage the data.
A Rationale for Case Study as a Methodology
In a case study, a researcher explores a specific phenomenon of in¬
terest — a program, process, event, or institution — with the goal of
seeking a holistic description or explanation. According to Merriam
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(1988, p. 27), "a descriptive case study in education is one that presents
a detailed account of the phenomenon under study. . . . They are useful
... in presenting basic information about areas of education where little
research has been conducted."

Studies of classroom teachers who in¬

clude community service as part of their ongoing curriculum or within a
school program are sparse. While there have been some published stu¬
dies on preservice teachers' experiences with service learning (Anderson
& Guest, 1994; Wade & Anderson, 1994), I have not found any published
research on practicing classroom teachers’ experiences with community
service learning at the time of this writing. A case study can begin to en¬
hance the current knowledge base for understanding how and why some
teachers involve their students in service learning.
In this inquiry, the phenomena under study were five school-based
community service projects. Three of these projects were developed as
part of a community service learning grant, one emerged from a
school/business partnership, and the last project was developed as part
of a district-wide program.

For each of these five projects, a total of six

classroom teachers, one volunteer advisor, and 56 students from two
middle schools were involved.

In terms of conducting a systematic

study, it became apparent to me that this research would best be orga¬
nized as five descriptive case studies.
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According to Patton (1990, p. 61), "multiple methods and a variety
of data types can contribute to methodological rigor."

Rossman and Wil¬

son (1985) suggested that some case studies can be strengthened by
combining data generated from qualitative research methods with data
from quantitative methods. For example, surveys have been used to pro¬
vide inceptive information that can be elaborated through qualitative
data. The design of this study included both quantitative and qualitative
research methods. Questionnaire surveys, in-depth interviews, and ob¬
servations of teachers and their students in both classroom and commu¬
nity settings were used throughout the study. Triangulation of multiple
methods allows for confirmation of the findings adding credibility to the
study (Denzin, 1978; Patton, 1990).
Focused Research Questions
The questions guiding the interviews and observations of the study
were the following:
(1) When classroom teachers engage students in community ser¬
vice learning, what meanings in terms of purpose and educational
values do they attach to service-learning?
(2) What evidence suggests that teachers use CSL as a strategy to
promote student leadership, decisionmaking, and empowerment?

57

(3) How do the students perceive their CSL experiences in terms of
purpose and learning, and how do their understandings compare
with those of their teachers?

The Participants of the Study
How participants are selected is a significant component to for con¬
ducting research. The sample of individuals as well as the setting for the
study are critical decisions to a researcher.
Sampling
The decisions about selecting teachers for the study emerged from
a survey given to 32 classroom teachers from five Massachusetts middle
schools. These five middle schools have been part of a national school
reform initiative, Turning Points, since 1991. Specifically, each school
collaborated with a university or college "partner” to assist them with a
restructuring process that would support recommendations made by the
Carnegie Council on Adolescent Development.

Since 1992, these middle

schools have made an additional commitment to include community ser¬
vice learning as part of their core instructional curriculum and funded
through a "Learn and Serve America" grant.3
Gaining access to the middle schools and teachers were not diffi¬
cult because of my direct involvement with the "Learn and Serve

3 This is one of the recommendations of the Carnegie Council, which states, ’’Every
middle grade school should include youth service ... in its core instructional program"
(p. 45).
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America” grant through the Community Service Learning Center, Inc. I
was co-author of the grant, and it was my responsibility to coordinate the
teachers participating in CSL projects and document the CSL activities
taking place within the five middle schools.
The 32 classroom teachers were identified by either school's princi¬
pal or the school's community service learning coordinator as currently
engaging their students in CSL projects. On the survey teachers were
asked to respond to several open-ended questions about their service
learning projects and the students' involvement in those projects. For
example, teachers were asked to describe their CSL projects and explain
how their projects were selected. They were asked how their projects
connected to their curriculum. Teachers were also asked to describe any
responsibilities their students have in planning and implementing their
service-learning projects. (Appendix E).
Teachers were selected on the basis of their responses, specifically
the extent to which they indicated that students were involved in deci¬
sionmaking processes within the CSL projects. With one exception,
j

teachers were chosen because they indicated that it was the students
who "selected and planned the project." One additional CSL teacher,
who clearly described the project as her idea with little input from the
students, was added to the study.

The data collected from this teacher

and her students might present an interesting and different perspective
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toward teacher and/or student decisionmaking. This approach supports
Seidman's (1991, p. 44) assertion that "selecting participants to interview
who are outside the range of those at the center of the study is an effec¬
tive way for interviewers to check themselves against drawing easy con¬
clusions from their research."
The Teachers
Six teachers from two middle schools4 were selected for the study.
Of the six teachers, there were five females and one male, all were White.
Three teachers worked in a semi-rural middle school, and three teachers
worked in an urban, multicultural middle school. The teachers' ages
ranged from 33 to 47 years old, and their teaching experiences ranged
from 8 to 27 years. All of the participating teachers were experienced
classroom practitioners; three were science teachers, one taught lan¬
guage arts, another taught English as a Second Language (ESL), and the
last one taught social studies.
These six participating teachers were involved in five school-based
service projects (two of the teachers collaborated on one project). These
six teachers were responsible for a total of 56 students who were partici¬
pating in service learning projects.
As the study progressed, one adult CSL "advisor" was included be¬
cause of her direct involvement with one group of participating students.
4 For the purpose manageability in the data collection process, teachers from two of
the five middle schools were selected for this study. I thank my dissertation committee
members for their guidance on this decision.
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The Setting of the Study
The participants selected for the study were from two very different
middle schools: Mohawk in western Massachusetts, and Milltown lo¬
cated in an urban community in eastern Massachusetts. The communi¬
ty service projects that these teachers and students have chosen within
this study also reflect the school’s climate and culture in addition to the
needs of their own communities.
Mohawk Middle School is centrally located in a predominantly
White, working-class community. The recent recession had a devastat¬
ing impact on the town. Unemployment was high; many of the business
establishments in Mohawk have vacated their stores to shopping malls or
have gone out of business. At the time of this study, there were 642 stu¬
dents enrolled (331 boys and 311 girls) at the middle school. More than
90% of the students are White; 5% are Hispanic; and the remaining 5%
include Black and Asian students. The percent of students from lowincome families was 33%. According to the school CSL coordinator, ap¬
proximately 300 students participated in community service learning
projects during the school year.
The staff recognized the tremendous need for student motivation
and ways to provide opportunities for the students to gain a sense of
community and citizenship. Due to budget cuts over the past few years,
the school’s resources have been seriously depleted. Two years ago.
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seven teachers were laid off, and last year officials discussed closing the
school.
Nevertheless, the staff is committed to the Turning Points project
that includes restructuring their educational program. They have identi¬
fied three areas to improve student growth within the school: (1) intel¬
lectual development and academic achievement; (2) personal
development and enrichment; and (3) group citizenship. The staff had
formed eight "commitment teams" in which all faculty participate to ad¬
dress the goals and restructuring efforts of the school. One team re¬
searched community service learning and school/business partnerships.
Although Mohawk had only minimal experience integrating community
service into the school's curriculum, the principal and nine teachers and
one school nurse on the team were enthusiastic about the potential ways
to connect student learning with community service.
Milltown Middle School is located in an urban setting. The enrol¬
lment at the time of the study was 614 students (331 boys and 283 girls).
Almost half of the enrolled students are Asian (42.4%) and the percent of
White students include 40.2% of the total student population. The His¬
panic student enrollment is 14.4% and Black students are 2.75% of the
total student population. As many as seven languages are spoken by the
different groups of students, and the school offers a large number of ESL
classes.

However, 77.4% of all the students in the school receive "free"
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or cost "reduced" lunches. In other words, five out of six students come
from households with an income levels below the poverty line. Along
with drug problems in the local neighborhoods, the faculty is concerned
with the increasing violence and physically aggressive behavior among
the students. Some of the teachers perceive a need for community ser¬
vice within the school that includes students participating in peer medi¬
ation and conflict resolution, as well as service within the local
community to help youngsters increase their understanding of commit¬
ment and develop a sense of responsibility to others.
The school has been involved in community outreach programs for
the past few years, and community service as been the focus of many of
their projects.

According to the school principal, approximately 470 stu¬

dents participate in youth service. Moreover, the entire sixth grade in¬
cludes CSL as part of the core curriculum through the "Learn and Serve
America" grant. Community/business partnerships are a significant part
of the school's daily activities with community members and volunteers
often coming into the school building.

Data Collection Methods

According to Patton (1990, p. 10) there are basically three kinds of
qualitative data: in-depth, open-ended interviews, direct observations,
and written documents. He also acknowledges that, "recent
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developments . . . have led to an increase in the use of multiple methods,
including combinations of qualitative and quantitative data."

In this

study, I combined one quantitative data method, questionnaire survey
with two qualitative data methods, in-depth interviews and on-site ob¬
servations. The data collection process for the study extended over the
last three months of the school year, with one additional interview con¬
ducted over the summer.
I used a questionnaire survey in the study for two purposes. First,
a questionnaire was given to 32 classroom teachers identified by the
school's principal or project coordinator as those who are involved as ad¬
visors for community service learning projects as a school-based pro¬
gram. Based on the data collected from this initial survey, five projects
that specifically center on student leadership — including student re¬
sponsibility, decisionmaking, and collaboration — were selected to be in¬
cluded in the study. Second, a questionnaire was used in four of the
cases to assess participating students' understanding at the end of their
CSL project (Appendix F).

Some of these students were also selected to

participate in a follow-up interview.
This study embraces the notion that teachers' narratives of their
teaching experiences are legitimate and useful knowledge (Connelly &
Clandinin, 1988). The six teachers and one adult advisor who facilitated
or advised the CSL projects were asked to participate in at least two (45
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minute) interviews over a period of three months. The purpose of using
interviews as a means to collect data was to understand in more depth
the information the teachers provide on the survey about each communi¬
ty service project, and from the classroom and community site observa¬
tions that will be part of this inquiry. Although I followed a general
format to conduct the interviews (Appendix G), the questions were based
on the characteristics and developments of each individual CSL project.
During the three-month period in which teachers were interviewed,
I made several classroom visits as they worked with students on commu¬
nity service projects. Sometimes teachers met their students in places
other than their classrooms (e.g., the school library, gym, or in one case,
a college campus) as they prepared students for their service. I also ob¬
served the students doing service at community sites.
Patton (1990, p. 217) illustrates five dimensions of variations in
approaches to observations for data collection. In the study I used an
overt approach for my observations, and in most cases had little or no
participation in the activities or discussions. With the exception of one
teacher, who sometimes asked for my opinion or participation, the teach¬
ers generally worked with their students while I sat quietly in the back of
the room taking notes. My observations focused on the teacher’s ap¬
proach to student learning (e.g., strategies used to involve students in
decisionmaking processes, or activities presented to help students reflect
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on their service projects). I also focused on the students' engagement of
the activities presented by the teacher as well as the overall climate with¬
in the classroom. My past experience as a supervisor for practicum
teachers also helped me with these initial observations.

Data Collection Activities
Site visit days (two schools and three community sites) 36
Total hours on site
56
Surveys
Initial no. of teachers surveyed
No. of students surveyed

32
54

Observations
Total no. of observations
No. of observations in classrooms
No. of observations in the school library
No. of observations in the school gym
No. of observations at college campus
No. of observations at service sites

41
24
3
1
1
12

Interviews
No. of teacher interviews (6 teachers total)
No. of group interviews (5 students total)
No. of non-teacher interviews (1 adult advisor)

12
2
1

(Format from Rossman et al., 1988)

Data Management

I used a computer as much as possible to organize and manage
that data. Handwritten field notes taken for each observation were re¬
written on the computer and kept in separate files. Only the prearranged
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interviews were audio recorded, and they were transcribed with master
copies stored on the computer under the filename of each teacher, stu¬
dent, etc. Back-up copies of all tapes and computer files were made. In¬
terview transcripts were completed, dated, and stored both on disk and
in a separate folder.

Although a professional transcriber worked to tran¬

scribe the tapes, I also had to review each transcript carefully to check
for accuracy and missing words.

For example, the transcriber wrote the

phrase "poor curriculum" instead of "core curriculum."
As data were collected, I stored all important information in five
folders under the project's title. Each folder included (1) field notes, (2)
teacher interview transcripts, (3) student survey reports and/or interview
transcripts, and (4) miscellaneous information that could prove useful.
I used a method of combining computer files to organize the writ¬
ing process for this study. For example, each transcript was saved as an
individual computer file, and my field notes written, which were also kept
on the computer, were used to create each case study. The cases were
then merged to create a chapter of the dissertation. This process was
possible because all of the data was accessible though the computer.

Data Analysis

According to Marshall and Rossman (1989, p. 112) "data analysis
is the process of bringing order, structure, and meaning to the mass of
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collected data." The data collected for this study were systematically
analyzed based on each approach that I used. For example, the data col¬
lected from an open-ended questionnaire were analyzed by looking for
key words or phrases that might identify the teacher's emphasis on stu¬
dent involvement and their taking responsibility within the service proj¬
ects. The analysis of this survey was important to the study because the
findings determined the sample of teachers and the service projects that
were selected for this study.
Because this study focused on issues relating to student decision¬
making and leadership, teachers' responses to statements or questions
regarding the planning, implementation, and choices made by students
were paramount at the beginning of the study. For example, when asked
to "describe any responsibilities students have in planning and/or imple¬
menting the service project" one response included, "they did virtually
everything. Decided what to plant where, designed [the] garden with
flower height and bloom time in mind, dug, raked."

Another response

was "self-directed with mentors — students plan and decide direction."
This teacher also added that the "projects were selected by students."
The teacher interviews began as a structured format with openended questions that explored the participating teachers’ professional
backgrounds, their perceptions about teaching and learning , and their
knowledge and perceptions of community service learning as it related to

68

their current practices. The second set of teacher interviews, which were
conducted at the end of each project, was less structured and addressed
specific issues related to the CSL project. By allowing the voices of indi¬
vidual teachers to emerge, the data were organized to help create the
teacher’s story. The analysis of the data collected through interviews
was completed through repeating patterns that emerged through the
cases.
Data analysis for classroom and on-site observations was ongoing
throughout the study and helped shape the questions for the teacher in¬
terviews. During my observations I noted the approach that each teach¬
er used to conduct class discussions and student decisionmaking
processes. I also focused levels of student responsibility within the con¬
text of their CSL projects — who was responsible for getting things done.
Finally, I looked for strategies that the teachers used for student reflec¬
tion of their service learning experiences. Many of these observations
raised questions that I later addressed to participating teachers and their
students at the end of the projects.
In the next phase of the study, data from the participating stu¬
dents were collected and analyzed. I used one questionnaire to survey
each of the 56 students. For the analysis of the data collected from the
survey, I looked for patterns within the students' responses. In two of
the cases, I also conducted student interviews. This was done because of
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the small sample of students who participated in two of the five projects
in the study. These data were analyzed similarly to the teacher inter¬
views, with the exception of my attempt to make a connection to the is¬
sues raised by their teachers and with specific references using the
classroom and on-site community observations.
The data collected for each of the five cases were combined to
create interpretive cross-case analyses. Patterns focusing on the key
constructs centered on two themes. The first theme included an analysis
of teachers' stated perspectives connecting service learning with empow¬
erment. The second theme addressed specific teaching practices ob¬
served as they constructed curriculum involving their students in
community service and CSL projects.
The initial constructs that helped shape the case studies were: (1)
the teacher's professional background and experiences; (2) the teacher’s
perceptions of student learning; (3) the teachers' understanding of CSL;
(4) the structures in the school that did or did not support CSL projects;
and (5) the students' perceptions of their CSL experiences.

Establishing the Trustworthiness of the Study

The validity and reliability of a study are significant components of
all research conducted because they address the extent to which the
findings can be trusted.

To trust the findings of a study is critical to
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both educational theory and practice. Educational research often raises
important questions, which may ultimately effect decisionmaking related
to school policy or instructional methodology, and the findings of these
studies need to be dependable.
Internal Validity
The internal validity of a study addresses the question of how ac¬
curately the findings reflect reality. Compared to positivist research in
which the "truth" through scientific method is sought by the researcher,
qualitative research embraces a paradigm that includes multiple realities
to achieve a more holistic picture of phenomena (Lincoln & Guba, 1985;
Merriam, 1988; Patton, 1990). For example, when conducting case stu¬
dies, Merriam (1988, p. 126) emphasizes the application of multiple
meanings:
The qualitative researcher is interested in perspectives
rather than truth per se. . . . In this type of research it
is important to understand the perspectives of those
involved in the phenomenon of interest, to uncover the
complexity of human behavior in a contextual frame¬
work and to present a holistic interpretation of what is
happening.
External Validity
The external validity of a study refers to how the findings can be
applied to other situations. In positivist research the term "generalizing"
is often used to conclude the findings of the inquiry. However, the pur¬
pose in conducting qualitative case studies is not to make broad
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generalizations from the data. A researcher uses a case study approach
"because one wishes to understand the particular depth, not because
one wants to know what is generally true of the many" (Merriam 1985, p.
173).

Discourse around the significance of external validity in qualita¬

tive research continues to be under debate among many social and
educational researchers today.
Reliability
The reliability of a study refers to the extent that one's findings can
be "replicated" through another study. Again, the notion of reliability has
its roots in positivist research in which "experiments" can be carefully
controlled in laboratory conditions. Reliability, according to Merriam
(1988, p. 170) "is based on the assumption that there is a single reality
which if studied repeatedly will give the same results." This issue is
problematic in social science or educational research when conducting a
holistic study of individuals (teachers using CSL in their curriculum) in
unique settings (their own classrooms within a school community) that
includes a diverse student population.
In order to reflect accurately the assumptions found in qualitative
research paradigms, Lincoln and Guba (1985) submit alternative con¬
structs for validity and reliability. They suggest that the terms credibili¬
ty, transferability, and dependability replace the conventionalist terms
internal validity; external validity, and reliability. To ensure
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trustworthiness of qualitative or "naturalistic" research, each of these
constructs "must be met to generate that confidence" (p. 328).
Credibility. There are basically three strategies that can be used to
increase the "probability that credible findings will be produced" (Lincoln
& Guba, 1985, p. 301). These activities include prolonged engagement,
persistent observation, and triangulation. Within the research design for
this study, I have included all three of these important data collection
activities.
Triangulation, however, is key for establishing a credible study.
There are basically four different modes of triangulation: multiple and
different methods, data sources, researchers or theories (Denzin, 1978;
Mathison, 1988; Patton, 1990). In the study three different methods
were used to collect data: surveys, interviews, and observations for each
case study. When available, written documents were also used for data
analysis. For example, in an interview a teacher told me that her stu¬
dents wrote the play they were presenting. The students confirmed her
response on an open-ended survey they completed at the end of their
project. I was also provided with a handwritten copy of the play that ap¬
peared to be written by the students. And finally, I observed the stu¬
dents rehearsing as they ad-libbed sections of the script with the
teacher’s approval. These data findings suggest that it is quite probable
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that students participated in writing their play, which was a significant
component of their CSL project.
Another way this study used triangulation was by applying multi¬
ple data sources. Thirteen interviews (12 teacher and 1 project advisor)
were used for constructing each of the five case studies and then for a
cross-case analysis combining the cases. For example, the fact that a
teacher comments, "large numbers of students present a problem when
implementing CSL projects" is negligible unless other teachers also make
similar statements, thereby forming a subset of a theme to be considered
for analysis across all of the cases.
Transferability. Transferability refers to how the findings of the
study might be transferred to another sample population. According to
Lincoln and Guba (1985, p. 316) "it is . . . not the naturalist’s task to
provide an index of transferability; it is his or her responsibility to pro¬
vide the data base that makes transferability judgments possible on the
part of potential appliers."
In order to support transferability of qualitative research, Lincoln
and Guba (1985) suggest that the researcher provide what Geertz (1973)
refers to as a "thick description" of the data in order to construct a more
complete picture of the study. The notion of "thick description" is
grounded in ethnography, and can potentially yield an interpretive theory
of culture within the context of the study. While the design of this study
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was not intended to be ethnography per se, the writing style in some of
the cases is presented as a "thick description" of individuals or settings.
As another strategy to counter challenges of transferability, Mar¬
shall and Rossman (1988, p. 146) suggest that "the researcher can refer
back to the original theoretical framework to show how data collection
and analysis will be guided by these models."

By providing the theoreti¬

cal models, concepts, and assumptions that guide the research, the pa¬
rameters of the research are therefore delineated. This study builds
several theoretical models to create a framework in which support the
findings. For example, the research for the study was conducted using a
constructivist model to explore the meanings that teachers and students
create as they participated in community service learning projects. A
similar model might be applicable in understanding the meanings that
teachers and students create in other learning experiences such multi¬
cultural education or cooperative learning.
Dependability. Because credibility cannot prevail without depend¬
ability, Lincoln and Guba (1985, p. 316) argue that "a demonstration of
the former is sufficient to establish the latter."

However, they also sub¬

mit three additional techniques to support dependability in a study;
"overlapping methods," "stepwise replication," and the "inquiry audit."

I

used the technique of overlapping methods, triangulation, as one means
to support the dependability of this study.
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Two additional strategies that I used in conducting the study were
"member checks" and "debriefing by peers."

Member checks refer to tak¬

ing data interpretations back to their sources for corrections or verifica¬
tion. During the data collection phase of the study, I frequently checked
with teachers or students to verify certain statements they made or ob¬
servations that were not clear to me. After the cases were written, each
participating teacher was given a copy of their case and asked to respond
for accuracy from his or her perspective. This helped clarify any inter¬
pretations or misrepresentations that I may have constructed.
An individual did not "audit" this study in the sense that Lincoln
and Guba (1985) suggest. However, the process of data collection, orga¬
nization, interpretations, and suggestions for the next steps were periodi¬
cally checked by three of my peers. Of these three women, one
completed her doctorate last year, another was several months ahead of
me in the writing phase of her dissertation, and the third woman was
writing her proposal.

I also invited these women and two other educa¬

tors, whose backgrounds focused on experiential education, for an eve¬
ning of dialogue around the five cases in the study.

This was a helpful

exercise because it reconnected me with the data on a different level.

As

we discussed the study, I gained a renewed enthusiasm for my work en¬
abling me to move forward with the next phase of writing.
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Ethical Considerations

Merriam (1988, p. 184) submits that "the burden of producing a
study that has been conducted and disseminated in an ethical manner
lies with the individual investigator." Ethical practices in research refer
to providing the necessary protection for those individuals or institutions
participating in the study.

This study was designed with respect for

each participant and school involved; I had no intention to put the school
or participants at risk in any way. It was important to me to conduct
this research as honestly and directly as possible. This approach was
used from the beginning of the inquiry until its completion.
Gaining Access to the Research Site
When middle school teachers were selected for this study, I ar¬
ranged to meet with each teacher to discuss the goals of this research
project, the overall design, and how their participation would fit into the
study.

It was clearly stated that all data collection activities would be

prearranged with them, including all audio-taped interviews. Moreover,
under' no circumstances would they have to comply with any data collec¬
tion activity in which they felt uncomfortable. For example, during the
audio-taping of two separate interviews, each teacher indicated that she
did not want certain information repeated. In the first incident, the
teacher asked that the tape recorder be turned off. In the second
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incident, the teacher made the remark, "Off the record ..." Without he¬
sitation I honored both of their requests for confidentiality.
Prior to my meeting with the teachers, a letter requesting permis¬
sion to continue this study and to have access at the school, the teacher,
and his or her students was written to each middle school principal. Ac¬
cording to Lincoln and Guba (1985, pp. 253-4) negotiating consent is
crucial when conducting research:
Even though all of the relevant gatekeepers may have
given their consent, ethical practice, whether in re¬
search, evaluation, or policy studies, demands fully in¬
formed consent from each of the respondents from
whom (or about whom) data will be sought.
To comply with ethical practice when conducting this study, each
middle school teacher and their students, who I interviewed, was pres¬
ented with a Participant Consent Form (Appendix H and Appendix I).
Participants had an opportunity to discuss the form and ask questions
before signing it.
In order to maintain confidentiality, this study was conducted us¬
ing pseudonyms for the names of the participating schools, teachers, and
students. This approach helped to develop the necessary trust in with
data could be collected more freely and without risk for the participants.
Developing Trust
Developing trusting relationships with participants was essential
in conducting this study.

Many teachers were somewhat familiar with
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my visiting the school, since I already was identified as a CSL coordinator
through a grant. However, the role of "researcher" can be intimidating
for some teachers. To develop trust for all individuals involved, including
the school’s principals, it was important to establish at the beginning of
the inquiry, the purpose of the study, my role as a researcher, and the
significance of the research. I often described the study in terms of what
"we all can learn" and made every attempt to provide some positive feed¬
back to the teachers. For example, after observing a class I might have
commented to the teacher, "I liked the way you did that brainstorming
activity." Or if the teacher was obviously having a difficult time with a
student, I might say, "I could see that Jesse was not ready to work in his
group today.” These comments served two purposes: to provide a level
of support for the teacher and to enable the teacher to make additional
comments about my observations. It was important to always end the
session on an upbeat note that ensured them I was understanding and
supportive. Also, when the teachers felt supported, they often could dis¬
cuss their feelings or perceptions that would ultimately enrich the data.
Developing trust and showing respect are often mutual behaviors.
They depend on an individual’s ability to care for others. I always treated
the teachers as professionals and arranged my schedule to best meet
their teaching responsibilities. At the beginning of the study, it was
made clear to every participant that he or she could leave the study at
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any time. Moreover, I made every effort to accommodate teachers' sched¬
ules and specific requests, to be respectful of school rules and regu¬
lations, and to present myself in a professional and friendly manner.

My Role as a Researcher

According to Peshkin (1988) researchers should formally and sys¬
tematically monitor their own subjectivity while their research is being
conducted. He suggests that the researcher uncover the "subjective I’s"

rfor the purpose of understanding one's biases and personal attributes
brought to the study. One way to do this is to keep a journal of one’s
feelings and personal thoughts while conducting a study.

Whereas I

was unable to keep a formal journal, I did keep personal notes that
helped me reflect on my work as a researcher. One reflection centered
on my anger at myself for leaving my notebook in the classroom after ob¬
serving my first class. I thought, "This is sloppy and potentially danger¬
ous!"

Fortunately, there was nothing written that could be perceived (by

anybody reading it) as controversial or damaging. I quickly learned to be
more careful about organizing and managing the data collected.
Perhaps one of the most important aspects for me as a researcher
was the development and maintenance of positive, working relationships
with the participants of the study. Throughout the study, I became in¬
creasingly impressed with the work that each teacher was doing with
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these early adolescents. At the end of the study I wanted to have the
feeling that together we have made a contribution to create a better un¬
derstanding of teaching practices using CSL as a powerful pedagogy.

Summary

I have conducted this study using qualitative research methods in
order to understand the meanings some middle school teachers attach to
their practices of community service learning. The organization of the
data into five case studies provides a more holistic understanding of each
teacher connected to a specific service-learning project. I used teacher
interviews, on-site observations, and student interviews and/or ques¬
tionnaires to triangulate the data and increase the credibility of the
study.
In the process of conducting this research and reflecting on the
process, I have learned to have more realistic expectations and flexibility
working with others in school and community settings. Moreover, I
achieved my goal of developing and maintaining a caring and respectful
relationship with all of the teachers participating in the study as well as
the school principals and parents who were involved.
The following chapter provides the stories of five case studies in
which teachers have involved their students in community service proj¬
ects. Although I have placed a context around each narrative, the voices
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of the teachers, students, and others participating in the projects are key
to understanding how community service learning was perceived and
practiced.
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CHAPTER IV
FIVE EFFORTS TO ENGAGE MIDDLE SCHOOL STUDENTS
IN COMMUNITY SERVICE-LEARNING

In each of the five cases in this chapter I describe a school-based
youth service project, the teachers involved, and the participating stu¬
dents. The youth service projects in cases 1 and 2 are after-school pro¬
grams in which both the teacher and students have chosen to
participate. The projects described in cases 3, 4, and 5 are connected to
the "Learn and Serve America" grant which emphasizes community ser¬
vice learning as a teaching methodology when integrated into the school
curriculum.
With the exception of the first case, each participating teacher
takes full responsibility for the project and the students. The two adult
volunteer advisors, who are described in case 1, are the key individuals
responsible for their community service program.
Each case is different in terms of the project itself, the leadership
of the teacher(s), and the participating students. For example, the ser¬
vices that the students provide include an environmental awareness
project within the local community, tutoring and providing educational
information for younger children, creating a newsletter for a low-income
housing community, and a school beautification project. Moreover, none
of the cases were meant serve as criteria to judge the merits of any

83

another case. Each case is unique in its own way, and together they
help us understand what meanings the participating individuals have
constructed around the community service projects in which they were
engaged.
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Case 1: Student Decisionmaking. Social Responsibility, and Personal
Commitment
This case centers around a process in which two volunteer advi¬
sors collaborated with a classroom teacher to engage a small group of
7th-grade students in a privately funded community service project. The
case specifically addresses the working relationship between the partici¬
pating students and one of the advisors, who purposely encouraged the
group to make key decisions and challenged them to assume responsibil¬
ity for their decisions. The case also addresses the perceptions of clas¬
sroom teachers whose primary function in the context of the project was
to provide necessary resources for enabling the students to engage in
community service.5 Finally, the viewpoints of the students help us un¬
derstand the meanings they have constructed around decisionmaking
processes practiced throughout the project related to their own learning.
In an after-school program, a small group of students, their volun¬
teer advisors, and their supervising teacher struggled with issues of deci¬
sionmaking, responsibility, and commitment. Below is an excerpt from
notes taken from one meeting of a group engaged in service-learning:
It's Wednesday afternoon and most of the 7th-grade
students have gone home for the day. However, in a
classroom two students, Olivia and Jeanette, wait for
their advisor to arrive. Margaret, their teacher chats
with them about assignments and school events. At
2:15 p.m. Katherine, a tall, lanky woman in her mid5 All observation notes and quotations from the interviews with teachers, students and
other individulas are written in italics throughout the text.
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twenties walks into the room. Soon Katherine and the
two girls sit at one of the clusters of desks and begin
their weekly meeting. Margaret is at her desk correct¬
ing students ’ papers.
’’What happened last week?" asks Katherine, The two
girls look at each other and giggle, but then look down
at their desks. Katherine waits. Then Jeanette, wea¬
ring bright red lipstick, still staring at the three "x"s
carved into the desktop says, "I guess we forgot to
come."
"Well, what do you want to do?" asks Katherine softly.
"Do you want to continue the project?" ’Yeah" replied
the girls in unison. They could sense that Katherine
was serious and stopped giggling and poking each
other.
With her head bent slightly down, Katherine slowly
raised her eyes and looked directly at the two girls,
"Well then, what do we have to do to get this newslet¬
ter completed?"
"We have to meet." Olivia said in a now subdued voice.
Katherine replied, "And how are we going to do that if
we keep forgetting?"
Then Jeanette looked up, "Hey, I’ve got an idea! We
could make a calendar. Then we could remember." Oli¬
via added. Yeah, we can write the meeting dates on it
so we won't forget." The tone of the meeting loosened
up, and everyone was sitting up in their seats.
"O.K Is that what you want to do?" Katherine's voice
more positive. Margaret, looking up from her desk
joined in, "I could make photocopies of our calendar
and you could fill them in." She got up and walked to
the bulletin board. Yeah, that's great!" said Olivia.
With a photocopied calendar in front of them, Kather¬
ine asked, "Now, what do we have to do to get this
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done? What’s the first thing?" The girls thought for a
minute. Then Jeanette shrieked. "We've got to inter¬
view people at the North Common!"
"No. no. First we gotta write down our questions, "pro¬
tested Olivia. Laughing, Jeanette said. "Oh. yeah, I
forgot. ” Both of the girls began to giggle.
Listening to the girls and taking notes, Katherine
waited for them to settle down, "Now that we have a
calendar, do you think a timeline will help us make a
schedule?" The two girls looked at each other and
then at Katherine. "Doyou mean that we can plan
what we're gonna do for the rest of the year?" asked
Jeanette. Katherine nodded. "O.K Let's do it!" added
Olivia. For the rest of the hour, the students worked
enthusiastically planning their project's agenda.
[Text adapted from field notes: 5/12/94]
The Star Youth Leaders Program
The community service project portrayed in this case was part of a
program sponsored by the Star Bank and included public middle schools
located in five Massachusetts cities. This collaborative has worked dur¬
ing the year developing Star Youth Leaders, an innovative program to
build leadership skills in early adolescents by encouraging them to serve
in their community. Since the fall of 1993, nearly 700 Massachusetts
Star Youth Leaders have identified community needs and have taken ac¬
tion to meet those needs, using their collective talents, energy, and en¬
thusiasm. These student leaders work after school with adult advisors.
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including teachers, parents, and Star employees, to address issues such
as violence, hunger, substance abuse, and racism.
A Teacher’s Perspective
Margaret is a 7th-grade science teacher at Milltown Middle School.
She serves as the school-based, teacher coordinator for the Star Youth
Leaders program at the school. The program also includes other adult
volunteers who advise and support the school's youth service projects.
Margaret described how the Star Youth Leaders program struggled to or¬
ganize from the beginning:
In November or December. . . the Star Bank came in
for a kickoff. . . and the students were asked to volun¬
teer and to choose topics and areas that they would
want to work in. . . . There were about five groups that
began, but the other three just petered out right away.
They just couldn 't decide on anything, they really
weren't interested, . . . they made a commitment and
didn't come.
It was clear that the program needed more of an initiative from the
\

school in order to succeed. Margaret explained that
. . . when we began there was really... no one there,
that’s why there were some problems. Because
[another teacher] was technically supposed to
[supervise], but she couldn't. There was no way. . . .
She already had another group after school, a work
group, and that's when we realized that no one was
really overseeing them. And that's where I was asked
to come in and "Would I stay on Wednesdays?"
When Margaret agreed to be the program’s coordinator, there were
only two community service projects left in the Star Youth Leaders
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program at the middle school. Describing the situation, she pointed out
that the two student groups:
. . . kept meeting every week. . . . And these were the
two groups that I was asked to kind of oversee; to
make sure they remembered their meetings, that they
met with their [advisors], that something was
happening.
Sometime after Margaret became involved as coordinator, however, one
of the two remaining groups in the program disbanded. According to
Margaret:
We had two functioning groups. . . . Now, the other
group that broke apart had enthusiasm. What hap¬
pened there is their [students] roles at [their service
site] changed. They were going there to play with the
kids, to relieve the adults, to design games; and they
ended up doing chores and housecleaning. And so
they stopped going because they got discouraged.
They said, 'That's not what we chose to do!" And I
agreed with them. . . . They had chosen [to do]... a
service project of their choice. But they were told by
some of the leaders at the [center] that. . . this is what
needed to be done. So, their whole concept of what
they had put together changed so drastically that they
got discouraged.
That the community "need" identified by the service recipients con¬
flicted with the "service" the youth group wanted to provide suggests the
importance of a reciprocal understanding and agreement between com¬
munity service partnerships.
With only one group remaining, the Star Youth Leaders program
continued. According to Margaret, " this particular group . . . chose the
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North Common [housing] Projects as their topic." Their service project
was to create a newsletter for the residents of the North Common apart¬
ments. The students decided that the newsletter would contain articles
about individuals who lived at the North Common, feature stories,
puzzles, and jokes. Their tasks included interviewing people, researching
material, and writing their newsletter on the computer.
Margaret attributed the tenacity of this group project to several
factors. First of all, she praised the project’s two adult advisors, Kather¬
ine and Bobbi for their strong commitment working with the participat¬
ing students:
. . . one is from the YfWCA], and the other is from the
North Common apartments. They have been very en¬
thusiastic. They are here every week. They have even
come to have lunch with them. They have made other
meetings. Like now they have a meeting on Friday . .
. They've had a meeting at one of the girl's homes on a
Friday afternoon. So I think the girls, themselves,
have gotten to really enjoy being with these people. . . .
They don't mind staying after school. It has not be¬
come a chore. It's become a fun thing.
Although the project began with five female students, Maria, Oli¬
via, Cassandra, Jeanette, and Brenda, only four remained in the group.
However, Margaret perceived that the enthusiasm of several of the stu¬
dents kept the group together and the spirit of the project moving
forward:
Another thing is the enthusiasm of a couple of them.
We lost one [student] who moved to Puerto Rico.
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Cassandra was very, very enthusiastic. And Olivia is
very enthusiastic. And even now, I see Maria getting
in there, saying, "Okay, we can meet every day." So I
think those kinds of people in the group give the oth¬
ers who are not so enthusiastic, who think, "Ah, do I
really have to. . .", "Oh yeah, come on, you have to do
this. We've got to get this done. We've got to meet at
my house. We've got to..." So, I think both of those
things — the leaders that they've had and the enthu¬
siasm of the group [have made a difference!.
Margaret discussed her current role in this project as a resource to
the students, using her status as teacher to provide access to the com¬
puters in the library using permission slips releasing them from some of
their classes to work on the project. Reflecting on her ability to assist the
group, Margaret said:
I wondered if they would need me more as a leader,
but I realized in this group that they don't need me.
So, I kind of am here in case they need anything. Like
right now we have to make out a schedule. If they can
do their printing on the computer, then I will make
sure that I see the principal or vice-principal [so] that.
. . they have permission to leave their classes, and
then I'll.. . write out a note to those teachers getting
them excused from classes so they don't have to worry
about that. Because there's no way their [adult] lead¬
ers can do that. It has to eventually come through me.
If they need... to stay after school, I can do that with
them. If. . . they need materials, you know, like when
we were looking at posters and things, then that's
where I can come in, like as a resource person. . . .
when they leave here, if anybody needs a ride home,
then I’m still here so I can take people home.
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The Weekly Meetings
After school every Wednesday a small group of students gathered
in Margaret’s classroom. The number of students who attended the
meetings always varied. Initially there were five girls who had volun¬
teered for this program. Two students, Olivia and Jeanette participated
more consistently than any of the others. At the meetings Katherine
demonstrated her ability to work productively with the students. Marga¬
ret felt comfortable "taking a back seat" as the project progressed. As
she explained:
. . . I wondered if [the group] would need my input, like
on interviewing. But they were doing so well by them¬
selves, that I just sat here and took a back seat If
they don't need me. I’ll let them be because they’re do¬
ing a great job on their own. I figured the less I interf¬
ered, the better, and let them do their own thing.
During each meeting Katherine took responsibility providing a
structure in which the students could work. She usually began by ask¬
ing the students questions to help them move forward with their project.
Margaret offered suggestions at times, and Bobbi mostly listened to the
group’s discussions. The students frequently discussed how they were
going to progress on completing their community service project — a
newsletter for the North Common housing project. Margaret explained
how the students decided that a newsletter would be an appropriate ser¬
vice project:
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Well when the [adult] leaders came in, [the students]
were asked what. . . kind of project they wanted to
work on. And they weren't sure. So [the advisors] said,
’Well, we can give you some ideas." So they talked
about nursing homes and different things they could
do with the homeless. And Bobbi works at the North
Common, so she said, ’Well, we need help at the North
Common. ” And they started asking, ’Well, doing
what?” And she said, ’We’re trying to get a newsletter
out. ” And [the students] got enthused about that, and
they chose that as their project. And because Bobbi
was there, they were getting first-hand information
about what was going on. . . .
According to Margaret, the students determined that there was a
"need" to communicate information of interest to the residents in the
North Common housing complex. And the need could be met through
creating a newsletter.

She added the students perceived that need

... as something they would enjoy working with. . . .
And now they are getting enthused about putting
things in for children. . . . You know, making sure that
kids have a section in that paper; that it’s not just
geared for adults.
This project particularly interested one of the students because she
lived in the North Common. According to Margaret, Maria felt the North
Common as a residential area, received unfair criticism by those who
weren’t familiar with it. As Margaret explained:
. . . [Maria] said, ’You know, people give it a bad repu¬
tation because it's in [a certain section of the city] but
when you live there that isn 't true of all the families.
You don't meet someone getting killed or mugged at
every street comer." ... In fact we [in Mill town] have
the reputation of when you say [that] you live in the
North Common, it's like, "Oh my goodness, how can
you live there? It's such a horrible place to live." And
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Maria says, "I’m working on this because I want to give
it a better reputation. I'm hoping people will find out
it's not such a bad place to live."
Katherine as an Advisor
Of the two "advisors" for the project, Katherine seemed to be the
person taking most of the responsibility for the project. She was the one
who always met the students, who kept things moving forward, and who
facilitated almost all of the discussions. At each meeting Katherine’s
guided questions helped the four girls make key decisions regarding the
planning and implementation of their project. Impressed with Kather¬
ine's approach to involving the students in the decisionmaking processes
of the project, Margaret explained that:
. . . Katherine has allowed them to do a lot on their
own. . . . But she'd always say, "Now what are the
questions you 're going to ask?" or "What are we going
to do next?". . . I've seen them sit here and after half
an hour, she'd say, "Now we still don't have our agen¬
da together." But she doesn't put it there for them.
She allows them to do it. And I think. . . the strength
of the group is that she has allowed them to decide
and she’s made them do the work. ... I enjoy even
sitting here Ustening to her work with that group. She
does a wonderful job, she really does.
Margaret also perceived that the students responded " very positive¬
ly " to Katherine's facilitation. She described Katherine's role as a mem¬
ber of the group:
... I think [the students] see her not just as someone
who's going to tell them what to do, but someone
who's going to help them once they have made the de¬
cision. ... I think she's very much part of the group,
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where she puts in her share, but not any more than
anyone else. She makes very sure that their responsibility doesn’t shift back to her. She always shifts it
back to them. And I think they are very comfortable
with her. I think they can tell her, "I don't like that
idea." Or, "No, we don't want to do this." I think
they're very comfortable with her to tell her exactly
what they like, what they don't like, what they want to
do, what they don't want to do.
Katherine intentionally encouraged students to participate in the
decisionmaking processes of their community service project. She ac¬
knowledges that her approach to working with these four student took
time, a lot of patience, and a sense of humor. Helping students learn re¬
sponsibility and keeping their work organized work was a major chal¬
lenge. According to Katherine:
I think one of the hardest things about the project. . .
in terms of [students] being organized is that the proj¬
ect meets once a week . . . [therefore] is not destined
for success. If there was one thing that I would change
in the beginning would be [to meet] twice a week.
These 7th-grade students struggled with the notions of responsibil¬
ity for themselves and for others, sometimes not showing up for meetings
and appointments, or bringing necessary materials with them in order to
work. Katherine discussed how she was able to understand the needs
and abilities of these students:
I would try to sort of reach back to that time in my
own life and try to remember how good I was at keep¬
ing commitments. I think there were so many things
they were unpracticed ... at so many different levels.
... I think that's such a new concept — that they're
making an appointment and they are responsible for
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some one eJse's time. It's sort of a long, slow process
to get them to recognize [their responsibility].
Katherine perceived that the students were motivated to work on
the newsletter because
... it was interesting to them. ... It was helped... by
the fact they did it as a team of friends, and it was a
bit social for them. . . . The idea of what they were
creating was their own. . . . Part of what got them
there . . . was that I was expecting them to be there,
and that they had already made this commitment.
Katherine, who had not been trained as a teacher, is a VISTA vol¬
unteer and was placed at the YWCA in Milltown working with the "Fresh
Start Youth Corps" and doing community service training at Milltown
University. Her supervisor at the YWCA asked her if she would become
an advisor to middle school students participating in the Star Youth
Leaders program.
Katherine had several interesting learning experiences in her own
background. For example, describing a community service project in col¬
lege, she said:
I was volunteering with a group that taught creative
writing to high school sophomores, juniors, and se¬
niors and did it as part of a college prep program. So,
it was a way of getting people who weren’t prepared for
college . . . they were sort of low risk. . . and we got
them talking about college and doing college prep
work.
Continuing her description of the organization of her volunteer
group Katherine added, " this was a student-run group, and we met to
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talk about different methods of running the [creative writing] class and
working with people."
Katherine’s community service experience included several
"student-run" groups in which members discussed their philosophy
about community service and how the project would be structured.
Katherine also discussed another significant experience that she
believed has influenced her perceptions about empowerment. During her
college years, Katherine participated in an oversees training program
helping homeless women:
Part of the work I did was in India, helping to run a
sort of cross-cultural workshop at a women's universi¬
ty . . . and before I went to that university, I met for a
day in London with someone who had done crosscultural feminist workshops and who was giving us
ideas about how to sort of step back in that context,
not to control the discussion, how to moderate a con¬
versation between people. And I think. . . that experi¬
ence and leading the workshops, and trying to be
conscientious about. . . not bringing our perspective
to bear on the people . . . or not controlling the . . .
shape of the workshop or the direction of it. . . too
much.
Although Katherine seems reluctant to say that she had any sig¬
nificant training in community service work, she did acknowledge the
training she received when she began her work at VISTA:
In terms of youth leadership or community service
learning training, the most information that I received
in a consolidated amount of time was at a conference
given by the National Society for Experiential Educa¬
tion. [The conference] was giving trainings for people
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who were running service corps on community service
learning.
The other training experience that Katherine discussed was pro¬
vided by the Star Youth Leaders program organizers for the adult advi¬
sors. According to Katherine this one day training session was
... a basic introduction for adults who had not done a
lot of work with children or with young people in gen¬
eral on how to step back. . . . What their mission was
in setting up a Star Youth Leader program and how
they expected their. . . advisors to interact with the
group was . . . primarily a "hands-off' mission. It was
a 'You can get the Star Youth Leaders to do anything,
everything. They should be doing everything." You
know, at any moment that you would want to inter¬
cede, to do it for them, think again. ... I think positive
definitions of our roles. . . .
Katherine acknowledges that the goal for the Star Youth Leaders
program was to encourage participating students to make their own deci¬
sions and take responsibility for planning and implementing community
service projects. She explained that at the training sessions, concerns
about working with adolescents were addressed:
... I think that a lot of the questions surrounded
were, "What if the youths aren't getting things done?"
and "What if they don't know what to do?" And a lot of
the responses at the training as I recall on this respect
. . . was give them some suggestions about where to
go, but make them really limited, and mostly Jet them
learn by doing. . . . Try to get them to run their own
meetings.
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The one-day training program provided by the Star Youth Leaders
organizers was only partially responsible for the Katherine’s approach to
working with youth. As she explained:
. . . the biggest influence on what I do with the [middle
school] students came from this sort of informal day to
day interaction at work with the Y[WCA], and sort of
absorbing the way that YWCA staff dealt with youths
in their programs, and their expectations for youth to
be participating in more meaningful ways.
Part of Katherine’s work at the YWCA involved preparing youth
corps members to participate in higher decisionmaking aspects of the lo¬
cal community. This involved teaching individuals to research and pres¬
ent community issues in a public setting. According to Katherine:
In developing the Youth Corps, a large part of our em¬
phasis was on creating a program that would stimu¬
late. . . youth participation in other kinds of
government matters around [Mill town]. And one of the
long-term goals of the director of services at the
Y[WCA], my supervisor, was to have young people in
[Milltown] move on to committees that were making
larger decisions — particularly the community and
block grant... to train people in other ways to get
them involved in public meetings.
Reflecting on her own learning experience with this project, Ka¬
therine explained that
If I were to design a program like this myself, I think
that I would build in a lot more aspects of training for
them. . . . Training in a very formal way, like "Let's all
get together and talk about what it’s like to run a
meeting. . . about what it's like to keep a calendar. . .
about what it’s like to fill out an evaluation. "
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Katherine acknowledged that she learned a lot about her own leadership
potential and the challenges of working with early adolescents. She also
hoped that the participating students learned from their experiences as
well.
Students* Perceptions of their Service
How the students perceived their community service project and
what they learned from their participation was a significant component of
this study. Both Olivia and Jeanette refer to their project as the "news¬
letter." Olivia defined the service-learning project as, "just a newsletter to
inform people about the kind of things that happen, and it has stories
and games in it" Jeanette added, "it's news about people from the North
Common — students . . . that live there. And it’s very fun to do."
Having lived most of her life in Milltown, Jeanette defined the
North Common as
... a housing project where people with low income
live. They are just apartments. There's one building,
and there are, I think, fifteen or twenty apartments in
that one building. They have all different buildings,
surrounding a whole area, you know, like a park, and
a school there, and pool and stuff.
It was Bobbi, one of the volunteer advisors, who helped the stu¬
dents with selecting this site and developing their project around the
need for a newsletter. Both of the students expressed their appreciation
for Bobbi and her help on the project:
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She is wicked funny. She's nice. She helped us in the
beginning to decide what we wanted the newsletter to
be. What to write for it. . . .
. . . First of all she was the one to told us about the
North Common. If it hadn't been for her, we wouldn’t
have written a newsletter at the North Common. She
gives us a place to meet if we can't meet here [at the
schoolj we can meet over there....
Bobbi helped identify the community need for residents to become
more informed at the North Common. According to Jeanette, the news¬
letter would be an important contribution because
. . . some people in the North Common don't have all
the information they should have about events and
certain things that happen over there for their kids or
something.
Also, part of this newsletter included the perceptions of people who
lived at the North Common. Olivia perceived their newsletter as a way
for residents to make changes in the community. For example, she com¬
mented, " We also got their opinion, about what they think about [living
in the North CommonJ. And what they want to do to improve the North
Common."
The students selected their community service project, a newsletter
for the North Common, which was based on their understanding of a real
community need. They also perceived that the project would be "fun" to
do. However, there was also a lot of work involved in creating their
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newsletter. When asked to describe how they created their newsletter,
Olivia responded:
We did mock interviews. Then we. . . went out to
North Common for an hour or something, and we in¬
terviewed people who live there. We wrote the answers
to the questions in paragraph form . . . then we wrote
them on the computer, printed it out, checked it and
all that stuff, and rewrote it on the computer, then
printed it.
Students' Relationship with their Advisors
To a great extent the students depended on all three participating
adults, Margaret, Bobbi, and Katherine, to help them. For example, with
Katherine's help they learned what kinds of questions to ask during an
interview. Jeanette acknowledged that Katherine, "gave us ideas for in¬
terviewing; she came up with mock interviews to help us learn how to in¬
terview better."
In addition to helping them with learning how to interview, both
students perceived Katherine as a significant member of the group:
She takes us out when we need to. She helps us with
anything we need to be helped with. She teaches us
how to, like interview people . . . she also keeps us on
track. . . .
Staying "on track" was something these students identified as one
weakness throughout the project. This kind of support was both appre¬
ciated and abhorred by the students. For example, they perceived
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Margaret, their teacher, as someone who constantly was reminding them
of their meetings:
Miss_also helped us keep our minds on track. . .
. Sometimes she'll bug us though, because she keeps
telhng us over and over, and we already know it. . .
but she's nice.
It was not clear if students perceived Margaret's role as she under¬
stood it — as a "resource" to the project. They may have taken for
granted the fact she was a teacher, and underrated her ability to provide
access within the school for them. However, they did acknowledge her
role in helping them remember their meetings.
Student Learning
Although there was no reflection or assessment of student learning
as part of the program, the newsletter community service project pro¬
vided a variety of learning experiences for these 7th-grade students. One
student summarized what she learned by participating in the project:
How to use a computer, how to interview people, a lot
more about the North Common and what's going on
there, and. . . how to be more prepared and
cooperative.
By collecting newsletters from a variety of organizations, students
learned how a newsletter might be organized, and what they wanted in
their newsletter. They acquired several skills collecting information and
writing the newsletter.
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In a city known for its violence and gangs, many parents discour¬
age their children from talking with strangers. Both of the girls were
hesitant to walk up to a stranger and begin a conversation, even with
adults supervising them. The process of interviewing individuals for the
newsletter involved a paradigm shift for these students dealing with
strangers. In the context of interviewing people, Olivia connected being
"shy" with her revised perception of approaching and talking with new
people:
I learned that you don't have to be shy to meet people.
You can just walk over and can talk to them. See, I
used to be, if they don't talk to me, I don't talk to
them. Now, I'm not.
Moreover, through their interviews, the students learned more
about the residents from North Common. According to Jeanette, "some
[of the residents] like it there, some think that it’s O.K. . . .

It’s not as

bad as a lot of people say it is."
Through the entire project, the students were confronted with
problem-solving and making decisions. Jeanette identified the decisions
that they had to make as:
Like what day to do the newsletter, what day to inter¬
view the people. How we want to do it. Where to meet.
How we’re going to meet.
Another key issue they had to deal with was the selection of ma¬
terial that would be appropriate for their newsletter:
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It was close to 90 degrees in the library. After school
the students sat at the computers tapping their ar¬
ticles on the keyboards. One student looking though
a book on jokes said, "Listen to this one.... "Feeling
uncertainty and wanting feedback from her peers she
added, "Is this funny?" As it turned out, the joke was
mocking certain ethnic groups. Katherine pointed out
that the joke could offend some people. Did they want
to do that in their newsletter? The group decided not
to use that joke. [Field notes: 6/16/94]
Because they were making key decisions as they planned and im¬
plemented their project, the students confronted many real life problem¬
solving tasks. Moreover, they learned how to resolve their problems
through discussing different perspectives. Both of the students per¬
ceived the problem solving aspects as "fun" and referred to it as "ar¬
guing." For example, Jeanette pointed out that, "it's fun arguing. . .
together. . . .

We get to establish what is good [for the project]."

When they were confronted with making important decisions about
the newsletter, students were also faced with differing perspectives. They
learned that their differences could be a positive and constructive compo¬
nent to their work:
Between me and Jeanette, when we argue we don't
really get mad at each other. It just brings us closer.
We’re really good friends. And when we argue it’s fine.
The fact that these students made almost all of their own decisions
throughout the project and were held accountable for their decisions,
was part of an empowering process. However, because there was no
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student reflection within this structure to help them understand the pro¬
cess of decisionmaking through dialogue, the girls were limited in articu¬
lating it in terms of "arguing" or "fighting" with each other. Katherine,
who emphasized "cooperation" as students worked together, acknowl¬
edged there was a lack of understanding of the group problem-solving
processes in which they participated.
After the project had ended, Katherine discussed the delicate bal¬
ance between leading youth and allowing youth to lead themselves:
I think that some of the tension that comes from youth
leadership was brought out in this project . . . That
they [the students] rightly want to be led. And to the
extent that we should allow them to find their own
way.

Comments
This project was of particular interest because on the initial survey
the teacher responded that the, "Projects were selected by the students"
and the students were, "Self-directed with mentors — students plan and
decide direction."

The project was selected because I thought it might

have some potential for student leadership and empowerment.
I was initially surprised to learn that Margret's role did not work
directly with the students with regard to planning or implementing the
project, but rather was more of a resource for them. Although Katherine
was not a classroom teacher, her work with the students participating in
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the program was very impressive. The goal of this after-school program
was to engage students in a service project in which they assess a com¬
munity need, select a service project, in which they would plan and im¬
plement. There was a clear focus on student leadership and
decisionmaking.
No doubt that these students needed a lot of guidance and support
from their teacher and advisors. How Katherine worked with the stu¬
dents, allowing them to make their own decisions and to solve their prob¬
lems was interesting to observe. Her own background and experiences
with community service and leadership might have been a factor with en¬
abled her to work so well with these students.
Empowering education takes a lot of time and patience for a teach¬
er. This project was not completed by the time school ended in June.
Katherine was able and willing to continue working with the three stu¬
dents until they completed their newsletter in mid-July. The students
struggled with taking responsibility and making and keeping commit¬
ments related to the service that they initially selected. Through her
hard work, Katherine kept them focused.
Although the project might be considered a community service, it
was not really service-learning. And yet, students really did learn from
this experience.
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Case 2: Students as Peer Leaders to Resist Gang Participation

Milltown Middle School is located in a neighborhood known by
residents as "The Acre." This neighborhood has served as the "gateway
for immigrants" for centuries. Over the years, Irish, Greek, and French
Canadians have settled in this community hoping to build a life for them¬
selves and their families. Today, Latinos, mostly from Puerto Rico, in¬
habit approximately 35% of the Acre’s 15,000 population. Refugees from
Vietnam and Cambodia, who moved to Milltown in the early 1980’s,
make up 30%. There are at least six different languages spoken within
the middle school students' homes.
Unfortunately, this neighborhood is also a troubled community.
Poverty is prevalent; the overall unemployment is close to 50% in the
Acre. According to a national magazine, the Acre is "chronically plagued
by crime and violence." Some young people who attend Milltown Middle
School feel threatened. These students tell their teachers they are afraid
to walk home after school because they fear the gangs that hang out on
the street comers. There are 37 active gangs in Milltown, and this poses
a problem for school officials and students. The gangs often become in¬
volved in drug abuse and violent behavior.
Many residents of Milltown care about their children's safety and
are addressing the issues of poverty, violence, affecting the youth within
the community. An example of this effort is a citywide school program,
108

Peer Leadership, which is designed to promote awareness of health and
safety issues for adolescents. Funded by the state's cigarette and tobac¬
co tax, and administered through the city’s high school, the Peer Leader¬
ship program has been expanded into the Milltown Middle School.
Celeste, A Peer Leadership Advisor
Celeste is an 8th-grade English teacher and the advisor for this
program at the middle school. Addressing the issue of cultural diversity
within the community. Celeste replied:
Every now and then prejudice and stereotyping will
rear its ugly head. But again, we incorporate it into
our curriculum, whether it be history, literature, or
whatever unit that we do. .. . there are many differ¬
ent ethnic groups, and that [Milltown] has such a rich
history. We do ... an interdisciplinary unit on im¬
migration. . . . And I think if anything. . . racism in
this school is less than it would be in some homoge¬
neous schools..
As an advisor for the Peer Leadership program. Celeste described
the program's funding and the purpose:
The program ... is developed through funding through
the cigarette and tobacco tax. The money then went
into a program that is located at [Milltown] High
School called the "Healthy Life Skills Program" And
those moneys were to fund different teachers who ac¬
tually do on-site teaching about. . . the dangers of
drugs . . . substance . . . and alcohol abuse and things
like that. But as an offshoot, they have developed the
"Peer Leadership" Program which is their way to .. .
get a program where children can actually be advised
and speak to their own peers, as opposed to always
having to go to the teacher ... We found that many
times children don't want to speak to another adult,
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they'd. . . feel more comfortable speaking with some¬
one their own age. So that was the main thrust be¬
hind it — to be a role model to help aid and maybe just
talk to and advise their own peers.
Celeste received a small stipend for her involvement with the Peer
Leadership program. And while that additional income is important to
her. Celeste believed that she has benefited by her experience working
with the participating students. Explaining her initial reason for becom¬
ing involved. Celeste stated:
Initially, I just got married, and it was monetary! But I
also did want to get closer to the kids. Get more in¬
volved ... in something that I thought would be re¬
warding. To my surprise I ended up getting quite a bit
out of the program, myself, as well as the children.
Just learning about the kids.
As far as her own experiences with community service. Celeste de¬
scribed her tutoring younger children while in high school:
. . . when I was in high school I helped to tutor excep¬
tionally . . . gifted children. They were children
middle school age, they used to meet downtown in
Mill town. I would tutor them, help them, because of
some of the programs I was in at Mill town High School
when I was there I was able to help them to do more.
Celeste does not have any special training in community service,
although she would be willing to learn more about youth service and
community service learning. Acknowledging that she would consider at¬
tending a "good" teacher workshop. Celeste said:
1 really would [be interested] if I heard about a good
one. I know [the school principal] is very receptive to
110

things like that So, if I heard of a realty good commu¬
nity service workshop. Id like to do more.
The Participating Students
The Peer Leadership group included ten students from the 6th,
7th, and 8th grades. Celeste describes the process for becoming a Peer
Leader.
Well first of ail... I went into the classrooms and I ex¬
plained to all the [students] so all the children would
know what it was. . . and then I had a meeting for all
those who were interested, and I went into it in more
detail. I then made up a questionnaire. . . where I
had certain questions, "Why do I want to be a peer
leader?", "What do I think I could possibly do to help
my peers?", "Is there something I really want to be in¬
volved in?" Then I asked other things, like "Can I
make a commitment to this?" to see not only how they
felt about themselves, but also how seriously they were
going to take it. So from those answers, I chose the
people that were in [the Peer Leadership program].
From the 18 students who applied, 10 were selected to participate
in the Peer Leadership program. The members of the selected group in¬
cluded an equal number of boys and girls, 4 Asian and 5 White students,
and one Black student. There were not any Latino students participating
in this project. Regarding the 8 students who were not selected. Celeste
remarks, "They weren't ready to do it." She selected a diverse group of
students, who she believed might work well together.
For this after-school program to be successful, motivation for stu¬
dent involvement is key. Helping students stay focused and committed
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week after week can be a challenge for most teachers. Celeste, who
taught public school for approximately 8 years, admitted that motivating
students was
. . . one of the most difficult things to do. Basically. . .
what 1 find, the best way to get children at this level
involved and interested in what they are doing is by
appealing [to their interestsJ. Right now they are at
this selfish point; everything is me, me, me. So, if it
involves themselves, whether it’s a hands-on activity or
even some kind of research project, that sparks their
interest. . . something to do with anything at all they
could relate to. That’s been my experience. . . . For
example, at this age their attention span is not very
long. . . . Sol find that if you can break up things with
activities, that, too will keep them interested. If they
are reading a story you ... let them come up in differ¬
ent teams and write down all kinds of things on the
board, ft gets them up and moving around.
Celeste acknowledged that because activities connected to servicelearning projects were engaging, physically active, and enabled students
to learn through their experiences rather than by sitting in classrooms,
CSL as a pedagogy could be particularly appropriate for middle school
students.
Peer Leadership and Youth Service
According to Celeste, the Peer Leadership program was connected
to the notion that youths provide some kind of service within the com¬
munity. This also was connected to the school’s mission statement that
stated the school would provide service to the local community. As she
understood it, a Peer Leadership project
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. . . has to reach out. It could be school-based, if you
want to consider that community, too. But there
should be some project, some goal in mind that the
kids have implemented. It’s not just a time for them to
get together like a little group. It's not an advisor/ad¬
visee, or some individual conference. The goal is to try
and reach out to others; as a small group to reach out
to other children in the community.
When the Peer Leaders first organized at the middle school. Celeste
helped the students develop a mission statement to guide their group's
activities. Included within that statement is written,

. . we will serve as

role models for our peers and our community to promote and nurture [a
healthy lifestyle].”
Celeste explained that she established two goals for the students
participating in the Peer Leadership program. The first goal was to
choose and complete a group project. The second goal was to gain a
more positive self-esteem. According to Celeste:
I wanted to have something we could say we've done.
It was the play. The second thing, I wanted them to
feel a little bit better about themselves. I think one of
the things that most of them have gotten out of. . .
this program, is just knowing that there was some¬
thing they tried to do, and they really stuck to it, and
they finished it. . . . And that’s very important. At this
age it's very easy for kids to just say, "Oh, this is too
hard. I'm not going to do it. I'm going to give up."
Theyjust don't finish it. So, I think that sense of re¬
sponsibility in getting through something [is impor¬
tant/. . . .
Learning to make commitments to others and to be responsible in¬
dividuals are important characteristics in the development of early
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adolescents. According to Celeste, participating in a meaningful commu¬
nity service project can help students
. . . learn about other things that are going on outside
of themselves. Sometimes they're already aware,
sometimes they're not But they learn that They also
learn the meaning of commitment responsibility;
someone who is dependent upon them. ... I think
that at this age often . . . they are so used to being de¬
pendent on other people, and it's good for them to
have that sort of leadership kind of role and to feel
that, "... I can really do something positive on my
own." I think also it teaches them to work in a group
towards the goal. ... I think. . . this is something
that is self-directed. In other words, it's a goal they
created. For example, ... I just said, you know, "We
can do this. We can do that. " But it was their choice
what we did. In other words, it wasn 't something I
chose for them to do. So, it was more self-directed
goal that they were able to get together. . . and do
something positive.
Celeste continued to describe what she said to guide the students'
thinking about a selecting a group project:
I said, "We could write a play; we could do a campaign
where we could clean up the school. We could find
one particular area around the school that we'd want
to focus on, either improve it, try to get funds. We
could have a parent/student night, where we could ac¬
tually have a discussion with the parents about differ¬
ent issues in school. "
After much discussion about issues related to violence, drugs, and
alcohol, the students decided to create a short play about gangs. The
play would portray the harmful activities in which gang members partici¬
pated. Moreover, the play would be presented to the younger 5th-grade
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students at the middle school. Reflecting on that decisionmaking pro¬
cess, Celeste commented that the students, "wanted the gang issue be¬
cause it was something that affected them"
Responding to a survey, three of the eight participating students
acknowledged that their Peer Leadership teacher. Celeste, had a role in
selecting a community service project. However, most of students clearly
perceived the play as being their decision. For example, in response to
the statement, "Explain how the project was selected" students wrote:
[Our teacherJ put a bunch of projects on the board,
and we voted for the play.
Well, [our teacher] gave a bunch of ideas and we liked
the play idea more, so we did the play.
Our Peer Leadership teacher gave us a selection and
we said, "a play".
We chose the gang play;
By the entire group. Picking what we wanted to do for
the community.
Most of the students understood that the "problem" their service
project addressed was the prevalence of gangs and violence within their
community. Several students specifically identified the community prob¬
lem for which their play met a community "need" as:
Gangs and violence
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Too much violence. Try to make people not join a
gang.
Keeping kids out of gangs. If we helped one person
stay out of a gang, then to me, we accomplished our
goal.
. . . gangs are a big problem in the world today.
Over the next two or three weeks, the students discussed gang be¬
havior and decided on a plot for their play. As an English teacher. Ce¬
leste was able to offer the group guidance as they worked together.
The Peer Leadership group met every Thursday after school. How¬
ever, there were some problems with these after school meetings. Dis¬
cussing the issue of safety within the city. Celeste acknowledged that
some students
. . . come to me and say that they were afraid to walk
home alone. If it means they have to do something in
the city or even in a school and they have to walk
home alone, this is frightening to them. Because
sometimes the only time a child will feel safe is when a
teacher is around or an adult is around. I can under¬
stand that.
The issue of safety became a problem for the group as a whole.
Some students would either refrain from participating in after school
programs or would have to leave meetings early. According to Celeste:
There are gangs in the city. Some of the children walk
through areas of [Milltown] I wouldn't walk through.
And they are walking home alone. I can see that being
a physical issue as to why they are not getting in¬
volved. Some of these parents, and rightly so, when
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there child comes home, they want them either in the
house or in areas where they can see them.
Another factor of student involvement that Celeste addressed is the
notion of prosocial or "positive behavior" of the students. That teachers
nurture positive student attitudes about themselves and others within
the school community is an important component to productive student
learning. According to Celeste:
I think we have always tried to foster, within the
school, a feeling or attitude that positive behavior is
acceptable behavior. And in most cases we have been
. . . successful in doing that. But. . . with some child¬
ren, that positive behavior is considered to be uncool.
That could be a barrier to getting involved in a com¬
munity activity. Maybe it’s not considered to be the
thing to do. However, I think it's very important to fos¬
ter a school climate where positive behavior is cool and
acceptable. And that's sometimes the key.
Middle school students are sometimes cruel and disrespectful of
their classmates. Early adolescents often need to learn how they hurt
others and appropriate behaviors within social relationships. Celeste de¬
scribed how she connects the notion of a positive school climate with her
own practices in order to promote positive student behaviors:
You can think of a school... as a person; the school
has its own personality. And I think that within a
school you need to foster a positive kind of personality.
That [one] type of behavior is acceptable and other
type of behaviorjust isn't. . . . I will not allow one
child to in any way make fun of another child or to de¬
mean him in the classroom. I don't allow it, and I
won't stand for it. I know some teachers may just ig¬
nore it. I don't think they purposely allow it, but by
doing that I think you condone it. So, I think that if
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you can develop that kind of [positive] personality
within a group, or within a school, that kind of atmo¬
sphere, the kids will instinctively go to a more positive
type of behavior.
Celeste also emphasized a need for creating a mutual respect be¬
tween the teachers and students to promote a positive school climate.
According to Celeste, this begins with students perceiving that teachers
care about them:
I think they need to know. . . you really care about
them: that you're not just there picking up a paycheck
at the end of the day. . . . They need to know you're
consistent. Just as a parent would [be]. You think of
the way to be a good parent, sometimes that's the way
also that a teacher is a good teacher. I think consis¬
tency, following through with things. As I said before,
I find it's really important that the children realize that
I do care about them.
Celeste perceived that the Peer Leadership program at the middle
school helped to promote a more positive school climate in which stu¬
dents could grow.
A Play Called •'Choices”
The Peer Leaders met each week to work on their play. Describing
their community service project, most of the participating students con¬
nected the play with informing or educating younger children about
gangs or violence. For example, one student wrote:
The project I participated in was a play about gang vio¬
lence. It was for the 5th graders. We did it to educate
young people about gangs.
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During the following weeks, the students wrote a script, decided on
who would play each character, and rehearsed their lines. As their work
progressed, there were several problems that needed to be solved. For
example, at one meeting the students were confronted with the problem
of how to change the scenery — from a pizza parlor to a kitchen, and
then to a bedroom, and finally to a street comer — using limited re¬
sources. There was a lot of discussion, and the students came up with
some very creative solutions.
Learning to Solve Problems as a Team
The participating students had to learn to work cooperatively on
their project. A component of the Peer Leadership program involved stu¬
dents in one of the Outward Bound courses offered at a local university.
This one-day seminar, the "Ropes" course, emphasized group problem¬
solving strategies, and reflection:
It was a gray, drizzly day in May as the students stood
in a wooded area on the campus of Milltown universi¬
ty. Their instructor, an enthusiastic, outdoors type in
her mid-twenties, explained how every member of their
team had to go through a web of ropes without touch¬
ing them. The students hung on to every word. One
girl, trying to figure this out, 'You mean that we can
only go through a space once?"
'That's right!"replied the "Ropes"instructor, "You have
to figure out how you might help your team get
through." The students began to discuss different
strategies to solve the problem.
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Walking around the mass of knotted rope, a tall girl
said, "We'll let the smaller ones go first!" The students
looked at each other.
"No, we'll get some of the guys through first, so they
can help the others through." They agreed on that
strategy and began to send members through. Once
on the other side, other students were picked up and
carried through until they all made it.
After the group successfully completed the task, the
instructor asked the students to sit together in a little
circle to discuss their experience as they did the
activity.
(Adapted from field notes on 5/12/94]
When the students arrived back at the school, they chatted about their
experiences trying new things and solving their problems together to
succeed.
The Service
The play was presented on a hectic morning in mid-June. Three
classes of 5th-grade students gathered together in the music room for
the presentation. Reflecting on the event, Celeste admitted that with the
exception of a few anxious moments, the play
. . . went well. I was surprised at how it had really
come together, considering I had a problem getting all
the kids together for rehearsals, and having everyone
there. At first I was panicked because one of the main
characters wasn't in school. . . one boy. And I went to
call, I looked up his phone number to call. . . but he
didn 't have a home phone so I couldn 't get in touch
with him. So you can see I was a little beside myself
I didn't know. . . what I was going to do at the last
minute; if I was going to let another student play the

120

part. . . reading it It was too late for them to memo¬
rize the lines. But he did show up.
Because Celeste anticipated that the play by itself might confuse
some of the 5th-grade students, one of the Peer Leaders prepared a state¬
ment that summarized the main message of their play. Celeste
remarked:
. . . we put it all in focus when we discussed what was
going on later [after the presentationJ. And [the school
principal] also made a speech about how we often
don't think these things can really happen. And then
she mentioned that ... in the paper a day or so be¬
fore, there had been something related to gang vio¬
lence. . . . And she sort of addressed that particular
situation and said, 'We all know these things really
can happen. ..." The whole thrust of it was choices.
This is your choice. Wha t is the choice tha t you 're go¬
ing to make?
Also, Celeste talked briefly about the Peer Leadership program.
She added that most students appeared to be interested:
I found that the 5th grade was very interested in Peer
Leadership. There were a lot of questions they had af¬
terwards. Questions about, "Can I join peer leader¬
ship?" so that was great. It sparked some interest in
some of the other students, too when I told them about
it; what we do, what we are about.
Student Learning
At the last Peer Leadership meeting, the students celebrated with a
cake. Over the weeks, most of the students had developed comfortable
and friendly relationships with each other.
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The goal of successfully completing a community service project
had been accomplished. The students selected a project and then im¬
plemented it. Whether these students felt "a little bit better about them¬
selves" as a result from their participation, is unclear since there was no
formal assessment to test it. However, participating students did re¬
spond to a questionnaire at the end of the program and provided insight
into how they viewed their community service experiences.
When asked what they learned from the program, students re¬
sponses varied. Some of the students’ comments reflected the message
they had delivered through the play to the younger students:
It helped me stay out of trouble and made me help my¬
self, and don't be a fool like some of them [who join
gangs].
I learn not to join the gang
I learned why you should stay away from gangs, vio¬
lence, and drugs.
Other students focused their comments on their notion of leader¬
ship and team cooperation:
/ learned about being a leader. I also learned how you
need a lot of people to get something done [referring to
the play].
How to help my peers, friendship, courage, sticking to¬
gether, encouraging each other.
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That it takes a lot of patience and trust to be a Peer
Leader, and that everyone who is a Peer Leader shows
a lot of respect for others.
At the end of this project, gangs still roamed the streets of the
neighborhood. However, the Peer Leadership program may have helped
these young adolescents and 5th-grade students to have a better sense of
control in their lives by knowing that the choices about joining gangs
were up to them.

Comments

This case raises several questions about service-learning. The first
question is "How much service is required for CSL to be servicelearning?" After eight weeks of observing after-school play rehearsals,
team building exercises, and group discussions, the actual service in this
case was very limited. The participating students performed the play and
answered some of the 5th-grade students' questions in a brief 40 min¬
utes! Returning to the question, "Was this service?"
Service is something an individual provides for another individual
or community in order to fulfill a specific need. A genuine need is key
because that distinguishes it from one performing a "random act of kind¬
ness," which does not necessarily have to meet a need. In other words,
the greater the need, the more significant the service becomes. More¬
over, a need usually evolves from a community problem or issue.
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The problem that was being addressed in this case was the fact
that gangs were prevalent in the community and threatening to the stu¬
dents at the school. It was obvious that gangs were hanging around on
nearby street comers and even on the school grounds. The Peer Leader¬
ship group in the case study was meeting a need for other students (in
their school community) to learn about the dangers of being involved in a
gang. The group decided to present this information in the form of a
play, which was the service. Thus, individuals can serve their communi¬
ties for as little as 40 minutes or as much as 40 hours.
The question now raised is, "What did the participating students
gain or learn from this experience?" As one might expect, students did
not gain a real sense of service although most of them understood the
purpose for the doing a school play.

Also, their was no reflection built

into the program that might help students connect the what to the why,
which is essential for service-learning.
The students, however, did indeed benefit from their experience.
As noted above, most of the students reported that they learned that peer
pressure is one of the reasons why adolescents join gangs, and reinforce
the notion for them that gangs were dangerous.

Another interesting

finding suggests that the participating students also learned from the
Outward Bound "Ropes" experience. Specifically, some students learned
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strategies for working cooperatively as a team, which they could transfer
to their work on the play.
This case is not a good example of service-learning since it was
not connected in any way to the school's curriculum, and it did not in¬
clude any reflection activities for participating students. Nevertheless, in
this after-school program, these 10 middle school students did provide a
service to their school community based on a real problem and also
learned several valuable lessons from their experiences.
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Case 3: A Case for Students Creating Public Environmental Awareness

This case provides insight into how a teacher shares his passion
for the environment with his students by providing opportunities for
them to engage in connected community service projects. The setting is
a 7th-grade science classroom. Twenty-two students are gathered in
groups of three or four, heads over microscopes, while they "look at
bugs." Their teacher, Gregory, is busy in the back of the room answering
students' questions about the classification of the insects which he and
two students gathered as samples from a local river. With wide eyes, two
other students search through the mud for signs of living insects which
they give to classmates waiting eagerly to look at the organisms under
the microscopes. After class Gregory remarked:
. . . the first moment that I brought out the insects, I
thought there would be some kids saying, "No, we real¬
ly don't want to do that "But instead they were
[saying] "Are we going to do bugs today?" or "Can we
look at the bugs today?" and from the people that I
would have least expected it . . . That group really
wanted to do it
As part of the school curriculum at Mohawk Middle School, almost
all of the teachers are required to teach a "skills" class. According to
Gregory, the curriculum for this class is basically open-ended, meaning
that teachers have more flexibility with course content than in core aca¬
demic classes. For example, some teachers use "skills" to reinforce
reading or writing, while other teachers view skills to develop a hobby.
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In addition to the skills class, Gregory also teaches 7th-grade
ence at the middle school. He does not hesitate to adapt the curricul
to meet the needs and interests of the students. By having a variety
open-ended options for student learning, Gregory was able to co¬
construct the curriculum with the students. Based on the students’
terests, along with the enthusiasm and guidance of their teacher, a
community of learners began to emerge.
For Gregory, the "skills" class can be more student-centered bel
cause students do participate in deciding what activities they will do.
Gregory explained that the
. . . skills class has no set curriculum for me. The stu¬
dents walked in here and I said to them at the begin¬
ning of the class, "What do you want to do?" That's
howl open every unit of the skills. . . . Now, in my
mind I have some things that I could give them if they
don't have any ideas. Usually they say, "Let's.play
kickball everyday" or "Let's play chess everyday." And
this year, [in] one unit we did play chess. . . and made
up teams and had a tournament. That was fine.
There's value in that. Now this last class that came in,
1 said, "What do you want to do?" and they said, "What
are our options?" I brought it up to them, here's what
I have to do, "1 have a course, and I have to do all this
stuff [referring to the macroinvertebrate course at the
university he was currently taking].
According to Gregory, most of the students were interested in helping
with the microinvertebrate study, and they looked forward to using the
lab equipment.
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it I put it in a whole different order I went through
and found other iabs that made more sense to me. I
guess the biggest thing was putting it into order that
made sense to the climate. In the order of things for
the first year, they wanted me to go outside and dig up
soil in January. It just isn 1 done here.
It is clear that Gregory has strong beliefs about developing curricu¬
lum that meets the needs of the student population. And in science the
curriculum is often tightly connected to the local environment. He con¬
tinued explaining:
I think we bought something that we should never
have bought. I think we could have done better if we
just took the money that they spent on us to be
trained [referring to the two weeks spent in South Car¬
olina]. I don't know how much that cost the [school]
system, but if they had just told me, "Okay, for this
summer, you and every other science teacher are going
to sit in the building five hours a day and make up a
curriculum, "I think we could have done a better job
that would have connected to these kids better. . . .
[TJhis program was not made for our students, they
don't know our population, they don't know our envi¬
ronment, they don't know our building.
Community Involvement to Improve Student Learning
Gregory supports the notion that students can learn both in and
out of the classroom. In the past he has taken students into other set¬
tings to help them learn more effectively. He discussed how he extended
the curriculum beyond the classroom when he began teaching at the
middle school seven years ago:
The first year I didn't think that there was enough
[material] and I made up an endangered species unit,
and from there we went whale watching, which is now
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the seventh grade field trip. [Since the implementation
of the FAST program]... I had to look at it and say,
"Well, the whale watching, it was good because many
of these kids never get a chance to do it. So for the
last two years. I've been taking the kids on a Saturday,
outside of school. . . . We form a club is howl do it.
For Gregory, engaging his students in community service learning sup¬
ported his fundamental beliefs about student learning.
Middle school teachers often confront two major problems as they
involve their students in community service learning projects: schedul¬
ing time during the school day for students to do a service project and
providing transportation to and from a service site. In his words Gregory
discussed his perceived frustration with the logistics of middle school
students who were engaged in CSL projects:
Again it was on a Saturday, Saturday afternoon.
That's not easy for the kids to go to. But we did it. It
would be great to have a bus at our disposal. I really
wish the school system would buy their own bus so
that . . . during the class period everybody could
jump in the bus and go up to any part of the river and
clean it up. And I think maybe in the future I'll try to
do that, but it's real difficult. Just to go down to the
wastewater treatment plant next week would cost $65.
Just to drive a mile, two miles down the street. So in¬
stead we're getting parents to do it.
While he was reaching out into the community to reorganize the
"water resource management" unit of the FAST program, Gregory discov¬
ered a new connection that subsequently became part of the skills cur¬
riculum. He described how that happened:
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I started calling friends who were fisherman . . . and
these guys were saying, ’Yeah, we sometimes get in¬
formation from the Green River Preservation Alliance. ”
One of the people who is the head of that. . . lives
right here in Greenacre. One conversation with her
brought me so much ahead. She said, Tm going to do
a class in two weeks down at U Mass? We're going to
start doing a macroinvertebrate study. . . . It’s to take
a sample of the stream, count the number of animals,
macroinvertebrates, that live in that section, and by
that, you can get a barometer... of how the quality of
the water is."... So I went down, we've met; this will
be the fourth [meeting] time tonight. And this is the
first time that I'm going to bring the students down
with me. . . . because we’ve been [studying the ma¬
croinvertebrates] in skills class and they’re getting
good it. They seem to like to do it.
Protects Emerge from Interests
By making connections to the community, the curriculum became
alive and took on new meanings for the students and for himself. The
unit on water resource management expanded into a variety of learning
experiences including three community service projects. The first project
was an after-school event in which 3 of his students volunteered to par¬
ticipate in a community effort to remove garbage from a local river.

The

second community service project involved students developing public
service announcements (PSAs) about water management that could be
aired on the local radio station. Out of a class of 22 students, only 4

6 This course, funded by the NSF, was refered to as 5C/5E designating five colleges
(U.Mass, Amherst, Smith, Hampshire, and Mt. Holyoke) for the purpose of helping
practitioners include topics related to ecology, environment, energy, education . . . into
their science curriculum.
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chose to do a community service of putting their PSA on the radio. As
Gregory explains:
Every single kid made one [PSA] and at the beginning
they were all real interested in putting them on the ra¬
dio, but then suddenly that whittled down to, like, 10
kids, so that’s half.
It was not clear why only 4 students chose to do the PSA. One girl later
acknowledged that some students just didn't want to have their voices
heard over the radio. Another reason may have been the fact that a stu¬
dent's grade was not affected by doing the service or not doing it.
Gregory discussed how he emphasized student responsiblity to fol¬
low through with the choices to which they had committed:
. . . my goal in skills is for them to choose, but to stick
with their choice. If they choose to do, let's say a PSA,
they need to do that PSA. There's got to be responsi¬
bility on them so that if they say they’re going to do
something then they have to do something. A student
and I just had an altercation, just a very small one,
she didn't want to do it and I said, ’’Didyou tell me
you were going to do it?” ’Yes." "Did I tell WHHI that
you were going to do it?" "Yes. ” "Then you ’re going to
do it. "Sol guess the difference between science and
skills . . . well, the kids make up the agenda.
The third related project was a community river cleanup on a Sat¬
urday for which three students were willing to participate.
External Support for School Restructuring and Change
As part of the school's restructuring effort within the Turning
Points agenda discussed in Chapter I, "commitment teams" focusing on
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middle school philosophy and practice were established. Gregory took
leadership of the Community Service Learning "commitment team" which
consisted of two other teachers and a parent. During the first year of the
program, he connected with the local hospital and his students partici¬
pated in a recycling community service project with hospital staff. Stu¬
dents brought what they learned at the hospital into the school and
began a recycling CSL program there. Collaborating with the art teacher,
students designed special trash barrels and volunteered to pick up re¬
cycled trash throughout the school building at the end of each day. As
he reflected on his past experience including community service learning
as part of the "Skills" class, he said:
. . . that's really howl plugged into the community ser¬
vice learning during that time. It's so open and so free,
that I'm not stuck in the curriculum. But what I'm do¬
ing this year with community service is part of the
[science] curriculum, so I can always relate it back to
the classroom.
Because the "Skills" class provided Gregory with more flexibility
within the curriculum, he was able to connect his students with options
such as service-learning projects, which he also reinforced in his science
classes.
Students as Community Activists
Gregory believed that students need to be connected in positive
and constructive ways to their communities. Too often adolescents are
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viewed as problems to be dealt with as opposed to contributors in their
community. For Gregory positive connections between students and the
community were important:
... I want the kids to [make positive connectionsJ too.
Because they are getting a bum rap around town. You
know, you read in the editorials where this person was
accusing kids of doing that. . . and we ail know that’s
true to a certain extent, but. . . it’s a real problem. . .
. I just feel that this community really comes down on
the negative side of these kids.
Through community service learning, Gregory has connected stu¬
dents to important issues in their community. He believed that young
people need to know that they are part of the community and that they
can make a difference in it as well. Reflecting on how making contribu¬
tions might improve students' attitudes, Gregory believed that students
. . . should know that they can contribute to this com¬
munity. Because if they do, I feel they will take owner¬
ship and they'll treat it better. That goes for the
school, that goes for the classroom, that goes for their
town.
Taking Ownership One's Own Learning
When individuals have "ownership" they contribute to the creation,
or to the process of maintaining a project, program, or a curriculum.
Having the opportunity to participate in decisionmaking processes and to
question the status quo are also essential to democratic practice. In a
discussion about a small community service project, Gregory describes
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his ideas about students developing a sense of ownership of their school
community:
I think it was a half-day.... We took sponges, clean¬
ing supplies, and we cleaned up the school. . . . They
were cleaning spit off the walls. They were sweeping
up. They were cleaning windows. They were doing it
all. I hope they saw that they have the right. . . that if
they want to do something like that, they should say,
'Yeah, this is our school, we want to do this. " They
need to take ownership. That's what I keep on saying
to them, that if they have a question, question
authority.
Sharing Power with Students
Another essential component of empowering educational practice
is having choices about what to do about the status quo. Teachers, who
share power with students in the classroom settings, provide a variety of
curricular options from which students can choose. Moreover, a para¬
digm shift centering on control within the classroom can be difficult for
many teachers. It means respecting, trusting, listening, and allowing
students to make decisions. For Gregory, relinquishing some of his con¬
trol over the students was difficult:
It's not easy because I am a controlling person. I real¬
ly do like to control the situation. I think that [for]
most teachers, you need to like power in order to get in
front of a class. It's got to be a power trip, almost. . . .
that discussion [in class with the students[. . . . It's
tough for me because I don't know how much I was
controlling. . . . You know, how much should I just
back off and just let them talk?... I really didn't want
to be [in charge of the discussion].
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As he continued discussing the notion of power, he expressed the
significance of being flexible with students.

...

But I hope that I give them the freedom that they
need. [Freedom] to make mistakes, freedom to talk
openly. Freedom to sometimes bend the rules or break
the rules.
The notion of developing trust by providing a "safe" learning envi¬
ronment for students is another key component to empowering peda¬
gogy. Gregory’s teaching style was evidence of this. As a coach usually
stands off the playing field during a soccer game, Gregory ofen positions
himself on one side of the classroom, allowing students to have the front
and center of the room, which has been traditionally reserved for the
teacher in charge [field note observation, May 3]. He trusts his students,
encouraging them to be responsible with the expensive equipment such
as microscopes, and to be responsible for their own learning. He
acknowledged:
To be honest with you, I put... a great deal of respon¬
sibility on them [the students]. In that, if they want to
do it [school workJ, they're going to do it. If they want
to come after school to get help, they’ll do it. . . . The
way that I'm helping them is by reminding them that
they have the work, but that's about it. So I really feel
that a lot of the responsibility has to come from them. .
. . I guess my responsibility is for those students who
try, I will bend over backwards for them. I guess . . .
that their responsibility is to try.
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Most students need to feel respected and safe in order to openly
discuss issues that concern them. Gregory recalled an issue that con¬
cerned a group of students in one of his classes:
I remember a class discussion we had a couple of
weeks ago. It was on women's rights, which is a sub¬
ject I don't know a lot about I never had to live that
end of that — under prejudice or sexism [referring to
being a man versus being a woman]. One of the girls
started talking about how when she walked down the
hall, the boys say she's flat chested. ... I don't think
that that would have ever come up in my classes if I
didn’t or try to have an atmosphere that they could say
anything, that they were protected. So that was real
good to get that from them. I know there are other
teachers who can get that better, or more, but that's
nice that she felt comfortable enough that she could
come up with that and not have to be ridiculed or
laughed at. That was fine. That was good. .. . And
then the conversation that went from there, and how
the other kids gave her suggestions on what she could
do, and how that felt when something like that hap¬
pened to them.
Student Perceptions of their CSL Experiences
While all of the 22 students in the skills class examined the ma¬
croinvertebrates and helped categorize them, and all of the students
wrote PSAs, only four were engaged in providing any service to the com¬
munity. It was these two boys and two girls who volunteered their work
toward doing community service.
During their lunch period, three of the four 7th-grade students
thoughtfully discussed the PSAs project they recently completed in their
skills class. All students were able to describe in detail the projects that
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they had done in their skills class. However, two of the students consid¬
ered the PSA project as being a community service that was integrated
with their class work. As one student commented:
I do think it was a community service. It was an op¬
tion or choice to help save the environment and to help
themselves by conserving water.
Unless the teacher makes an effort to help students understand
why participating in a service project is significant to the community,
students may have have limited a understanding of why they are en¬
gaged in the project at all. For example, one student perceived the proj¬
ect only as part of his grade. He responded, "/ thought we were just
doing it for our grade, not to inform the community about water."
The students also seemed to be uncertain of how their projects met
any specific needs or problems within the community. In other words,
they seemed to understand what they were doing but not why their ser¬
vice was meeting a community need. However, one girl made the follow¬
ing comment referring to her involvement in the PSA project:
I think we provided a way for people to change the way
they were doing something better. If you give people a
way to change something... it helps them, too land]
they will be more likely to try it.
Their teacher, Gregory also perceived this problem of students
identifying and taking action on a problem that they believe is important.
He stated:
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Tha t's why I always bring it back. "Do you know why
you are doing this?" And many of the kids don't know
what they feel about it.... I need the students to see
that they helped this group. . . . I think it's because
they really didn't know who they were helping. I think
they know why. We talked about it enough.
The frustration that Gregory faced was an issue of helping stu¬
dents reflect on the community service projects in terms of their feelings
about making a difference, contributing to the welfare of the community,
and taking responsibility — the affect and learning potential that is often
connected to community service learning.
Then why did those students decide to do a community service of
putting their PSAs on the radio? Reflecting on her experience, one girl
thoughtfully stated:
I think it sounded like something interesting for me to
do, you know, to be on the radio. And also the
thought that you'd be helping the community learn
something that a lot of them probably didn't know. . . .
When I talked to some [students] in my group, they
were saying they were too embarrassed. I mean, I
don't see what's so embarrassing about trying to help
other people.
Student Perceptions of Choice
According to research, CSL is most effective when students partici¬
pate in the decisionmaking, planning, and other aspects of service proj¬
ects implementation, taking ownership of their learning. An important
component of the projects in this case was that all three students used
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the word choice when they described how the projects were developed as
part of the skills class. Two students wrote:
lGregory'sJ idea, but our choice whether we wanted to
do it or not /put their PSAs on the radio].
[Gregory] gave us a choice of a few ideas and then after
we began the PSAs gave us a choice of whether we
wanted to pursue them or not
Student Learning from Participating in CSL Projects
The three participating students learned from their community ser¬
vice experience centered on their perception of a need to conserve water
in their community. By exploring the living organisms of the river and by
helping with cleaning the river, they learned several concepts including
the value of clean water. For example the students responded that they
learned:

...

not to dump dirty water or any other substance in
a river. . .
How little water we need for doing big jobs.
. . . how much of a difference we can make. Because if
everyone just had done the normal routine [referring to
wasting and polluting water] like businesses dumping
waste into Boston Harbor, people just dumped every¬
thing in there, if people knew how dirty that was . . .
they could help.
Students often learn unanticipated things from their participation
in service projects. For example, one girl acknowledged that she learned:

140

I like to announce . . . read over the radio. I learned
how to draw people in [andj make them interested in
what I was saying.

Comments
The teacher's ability to provide students with opportunities to
choose their learning activities involving CSL projects was an important
component of this case. In part this is a result of the school structure
that has included a "skills" class allowing teachers the freedom over the
curriculum. As a result Gregory was able to combine three servicelearning projects that also connected with content in his science classes.
Gregory's enthusiasm and passion for environmental quality motivated
four of the students to participate in a service within their local commu¬
nity. This is a credit to his ability to reach out to his students.
One weakness, however, throughout these service-learning projects
was the lack of ongoing reflection that might have enhanced the learning
processes for these students and supported their understanding of com¬
munity service. Other than class discussions about the importance of
water conservation, little was conveyed about what it meant for the stu¬
dents to participate in service projects.
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Case 4: Teacher's Choices and Commitment in Service-Learnine

In this case the significance of teachers having a voice in the cur¬
riculum in which they teach is explored. Specifically, it describes what
happens when a teacher is forced to engage her students in a community
service learning project that she does not want to do. As a result, a
combination of tensions ultimately cause any motivation and interest
that she originally had for a CSL project to diminish. For example, one
tension was that the teacher's educational perspectives conflicted with
goals defined within their current community service project. Another
tension came between herself and another teacher, whose class was the
recipient of the service.
Finally, this case includes an analysis of how the participating stu¬
dents perceived the service they were providing as well as their own
learning as a result.
Teacher's Background and Teaching Experiences
Patrice teaches ESL to 6th-grade students at Milltown Middle
School. Most of her students are Cambodian. Her easygoing style and
friendly personality seem to draw her students close to her. She has
been teaching ESL at Milltown for two years, and has been working in
the bilingual department within the school district since 1985 teaching
either 2nd or 6th grade ESL. Her teaching experience before that in¬
cluded teaching 1st-grade students in California and Michigan. She also
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lived briefly in Germany where her own children attended a German
school. That experience has left Patrice with some conflicting notions
about student learning. Referring to education practice in the United
States, Patrice commented:
You know, here we're always saying: "Oh it has to be
hands-on for the kids to be interested, for the kids to
know it," Well, in Germany they weren't worried about
the kids having fun. They were interested in the kids
learning something, so hands-on wasn't even a topic of
discussion. The kids were given the information; they
had to know it, and that was that.
Patrice believes that the school tends to put too much emphasis on
students doing "hands-on" projects and "having fun" and not enough em¬
phasis on learning factual information. However, she acknowledged that
hands-on is good to a certain extent, but I think we've
gone totally overboard. . . . teaching children how to
learn is also important, but you also have to teach
them something. I mean, factual knowledge is also
important as far as I am concerned. There doesn 't
seem Uke there's enough time in the day to do handson 100 percent of the time and also a little unpleasant,
hard work learning.
By her statements it seems that Patrice defines student learning in a
somewhat limited way. This may be one barrier to successfully practic¬
ing service-learning since CSL embraces the processes for affective learn¬
ing and experiential learning in addition to content learning.
Patrice participates on the 6th-grade teaching team. Together the
teachers plan the curriculum during a "common planning time" provided
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during the school day. According to Patrice, the curriculum is developed
into themes, "so that it becomes a little more related to their [students] li¬
ves." Discussing the significance of planning as a team effort to develop
appropriate curriculum for the students, Patrice explained that
... we have teacher curriculum planning three days a
week for 45 minutes and it's definitely valuable, be¬
cause we can share all sorts of ideas. It also makes
you a little more aware of maybe what you're teaching
and what you should be teaching. . . . Everything
seems to revolve around. . . ancient histories and cul¬
tures. We also go into Southeast Asia which is defi¬
nitely related to these kids.
Student motivation is a major topic of concern when teaching early
adolescents. Thinking about her own classroom practice, Patrice admited that her students do become more motivated when they are en¬
gaged in hands-on work:
I think that's where hands-on study comes in. They
seem to be really motivated once they can use their
hands. It seems silly, but that sort of seems to be the
motivator with these kids.
Patrice perceived that her students were also motivated by taking
and passing tests. She discussed how her Cambodian students were dif¬
ferent in some ways from other students in the school.
1 think with these kids, they're pretty educationally
motivated, their families are real interested in them
doing better here so their home also motivates them to
do well, and because of that I don't seem to have
[many]. . . classroom problems.
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Patrice notices a difference in the way the Cambodian students
treat her and other teachers. She explained that their values included
the perception teachers differently and therefore these students and their
parents continue that tradition. Patrice believed the Cambodian stu¬
dents were
... a little more respectful of the teacher. I think the
home and the parents' experiences in . . . Cambodia
where the teacher was the authority, and the parents
accept that and the children accept that.... The
parents send the children off and it's the teacher's to¬
tal responsibility to educate the child however they see
fit.
The Teacher's Experience and Understanding of CSL
Patrice has involved her ESL class in community service because
the middle school is a recipient of a "Learn and Serve America" grant. In
its second year of funding, all of the 6th-grade teachers were required to
include a service learning component as part of the core curriculum.
Teachers were given a choice of either going to a nursing home or to an
elementary school. The choice was limited because of the proximity of
these sites; transporting students long distances was an issue.

So, Pa¬

trice selected to go to a nursing home.
Patrice remembered having a positive community service experi¬
ence connecting her students with the elderly at a local nursing home.
Reflecting on that experience, her tone became more enthusiastic as she
acknowledged:
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I felt the nursing home was great The old people liked
these kids because they were fun to talk to, and my
kids got a feeling about what old people in America do.
They couldn't understand why they were even there
because their old people are home. But they made
some real friendships, and it was pretty neat.
It was Patrice’s conviction that the community service experience
at the nursing home was a success because all individuals involved, par¬
ticularly the students, understood that they were meeting a ’’need" within
a community of elderly people. From Patrice’s perspective her students

...

were helping people who really needed something.
And we had something we could offer them. We made
somebody else's life a little better that day.
Given her strong commitment to academic learning, Patrice’s goal
was to strengthen her students' English language skills by engaging
them in discussions with the elderly people at the home.

She perceived

this community service learning project as useful and appropriately con¬
nected to her own curriculum:
I just tried to use it as an oral practice. They also
don 't get much time to really speak English because
they shop in Cambodian stores, they play with Cambo¬
dian kids, [and] they live in Cambodian neighbor¬
hoods. So they never really ha ve any gen uine practice
with Americans. . . . [I]t forced them to use English. . .
. I didn ’t feel like I was wasting time because the kids
were there speaking English to people [who] they really
had to explain things to because these old people
couldn’t hear them and they didn’t understand half
the time what they were saying. So my kids really had
to dig down and use what English they [knew]. And. .
. they really looked forward to it.
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In addition to her students practicing their English language skills,
Patrice perceived that there were additional benefits for the elderly and
the community as well. For example, Patrice described how a lonely
woman from the nursing home discovered that she had something to give
back to the Cambodian students:
At the nursing home we had the idea that maybe we
should see if the older people can offer the kids some¬
thing. ... So one of the ladies crocheted. And we
asked her if she could teach the girls how to crochet.
They [the staff] said that she would talk all week about
"Oh Thursday, she had to get ready for Thursday be¬
cause her crocheting class was coming." / mean she
sits in that nursing home with nothing to do, and now
she has something to think about all week.... And.
. . that really made her time worthwhile. . . . And each
one of them [the girls] made a full afghan.
By making connections with individuals from diverse backgrounds,
sometimes people gain a better understanding of those individuals.
Another benefit of the project that Patrice pointed out was how this col¬
laboration might improve the existing racial tensions within the commu¬
nity. Patrice explained that many of her Cambodian students developed

...

some friendships that they kept over the summer,
and it was a good integration with the American people
and the Cambodian kids. Sometimes maybe older
people kind of .. . don't like them [Cambodians] in¬
vading their town, but they really liked the kids. And
they saw what nice kids they were.
This year Patrice selected to do a different project. Reflecting on
her experience at the nursing home, she thought there were too many
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students for her alone to adequately supervise. She explained that last
year

...

I had 28 kids and I went by myself; it was just too
many kids. And this year [when] started out with 28
kids ... I thought I just can't go into a nursing home
by myself with 28 kids again.
She thought that going to an elementary school and engaging her
students in a CSL reading project with 1st or 2nd grade students would
be ideal. She submitted her request for her students to participate in a
ten week unit in which her students would tutor young children in
reading. By participating in this CSL project, Patrice perceived that her
Cambodian students could be, kind of role models, and my kids would
"

also be able to practice reading. That would sort of fit into my
curriculum."
However, this did not turn out they way Patrice had hoped. First
of all, Patrice did not get to work with a 1st or 2nd grade class. Second,
she was not given a project where tutoring language arts was the focus of
the CSL project. To her disappointment she and her students were told
that they had to work with a 4th-grade class on math. According to
Patrice:
But as it turned out we went to a fourth grade math
class which was pretty much Cambodian kids, so my
kids ended up speaking Cambodian and ended up do¬
ing no English language arts reinforcement. ... I was
disappointed it was math since I don't even teach
math anyway....
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The assignment that she was given at the elementary school sur¬
prised Patrice. She had made an assumption that she would get the
project that she requested. According to Patrice:
I had worked with another teacher who was in a se¬
cond grade [who] I had thought would be perfect . . .
everybody else I had known who had gone to a school
had been reading to first or second graders, so it just
never crossed my mind to be really specific. 1 never
dreamed 1 would be mixed up with a fourth grade
math class.
Although she was not pleased with her assigned CSL project, Pa¬
trice described how she tried to make the best of the situation:
Then I thought, well, maybe since they were studying
fractions, maybe we could really be of help. Maybe
they could go one on one and help with homework or
the new problem for the day....
Trying to incorporate some language arts into this project, Patrice
asked her students to interview their 4th-grade partners so they could
write a fictional story with them in it. Patrice explained that

...

the first day we went we gathered information
about each person, their friend, and took down some
personal information. Then we came back and wrote a
story, a fictional story, incorporating this personalized
information. . . . I guess that was the only language
arts that we did with it.
When the students visited the 4th-grade class the following week, Patrice
hoped that her students would share the stories with their younger
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partners. Because there was a lack of communitcation and coordination
between the 4th-grade teacher and herself, that activity never took place.
There were other problems as the project developed. For example,
Patrice felt that the 4th-grade teacher was somewhat inaccessible from
the very beginning of the project. According to Patrice, the other teacher

...

had an unlisted number and she called me one
time but she never offered her number and they
wouldn't give me her number at the school, so I never
had any way of contacting her to figure out what we
were going to do the next week. So to me it was just
not organized. . . . she seemed to be so preoccupied
with other things.
She also perceived that the learning activities were poorly con¬
structed and that they lacked substance. As Patrice recalled:
... it ended up that we made [math] games one time,
which is more arty, and one time they played the
games, and that was okay; that was still a math game,
but still with so many kids in the room it was just sort
of chaotic. And one time we watched a drug and gang
presentation, which had no relevance at all. Although
it was beneficial, it had no relevance to the community
service project.
Patrice became more discouraged each week. In fact, she did not
"really see a community service there" and that going to the elementary
school took away valuable class time, where her students could be work¬
ing on their English skills. As she hustled the students on to the school
bus, Patrice's lack of enthusiasm revealed her attitude about the project.
She often made it very clear that she would rather be doing something
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else, something more connected to her own curriculum. According to Pa¬
trice, "I was just a little disappointed and didn't like going after the first
few times."
The ESL Students and Community Service
Patrice's students, nevertheless, enjoyed their weekly visits to the
elementary school. Discussing the students' obvious excitement about
their participating in this project, Patrice sardonically stated:
Oh, they were excited! It's a day out of school, so they
were real excited about that Kids go to Garfield
School on the bus. Great!, Don't have to go to history
and science. I think that was it. Truly, I think that
was their true motivation.
Patrice believed that her students thought, "they were there [at the
elementary school] to be friends with these [younger] kids." As a result,
she did not see any educational value for her students participating in
this project. Regarding the "need" that this community service project
was intended to meet, Patrice shook her head adding, "I mean, they [the
4th-grade students] enjoyed having the [ESL] kids come, but I don't know
that that was an educational need."
The ESL students did, however, glean some learning from partici¬
pating in this project. According to a survey conducted at the end of the
project, most of the students perceived they were at the elementary
school to teach the 4th-grade students math. For example, almost every
student described the activities in which they participated along with the
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4th-grade children using the words, "teach," "help," and "learn." Some of
the most common responses included:
We teach the studentfsj.
about fraction.

..

math and we play game

We went to the Garfield school to help out the 4[th]
grade to learn more and to be smart.
Only two of the students mentioned their 4th-grade partner in
their description of the project:
The first time we went there we help them do math,
and we correct their work for them. And after we play
a game of math problem. And we enjoy it, too. It was
fun being with a kid.
We help the 4th-grade to do math. We played [a] game
about math. We picked [aj partner
Two students described the project in terms of playing "games" or a
"math game" without any reference to teaching or helping others. Al¬
though when asked directly if they thought their participation in the
project had helped others, all of the students, except three who did not
understand the question, believed that they were helping another indi¬
vidual. Most of the responses were straightforward indicating their un¬
derstanding of how they were helping the younger students:
Yes! Because I help them do fractions and they learn a
lot more from us.
Well, I help him learn math and playgame.
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Yes, because they are my partner and when they have
trouble, they ask me.
However, some of the students' responses reflected another dimen¬
sion of helping others — by teaching, trusting and being a friend. For
example two students wrote:
Yes, because they enjoy [being! with somebody who are
a little bigger than them, or higher grade than them,
and they trust us, too. And we help them to learn bet¬
ter, and they could have a new friend....
Yes! Because when we help other students at the oth¬
er school, we feel happy, because we feel like we're a
teacher.
The students' responses about what they believed they learned
from participating in the project varied greatly. Several of the students’
comments suggested that their math skills were reinforced. For example,
students’ responses included:
I learn that when I teach them math in fractions, I
could remember the last time I did it.
I learn how to do math with my partner. . .
In addition to reinforcing their math skills, the word, "help" was
used most frequently by the students to describe their own learning.
Some of the comments included:

...

when you are big you can help little kids.

. . . not only adultfsj could help you, but other kids
older than you could help you, too.
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... it feels good to help another (learn] what they don't
really know.
Yet, the other students’ comments suggested that they learned the
significance of developing friendships with other children:

...

that we are good fflend[s] and share [with] each
other. . . So, I learned how it's friendship or
partnership.
I learned that the children in the Garfield school en¬
joyed us coming over. And I really like that because I
have made [a] new friend. . . . I learn that it is fun to
be with somebody a little bit younger than me. . . .
Although one might argue how much teaching or tutoring these
students actually did, the important point made here is that the students
believed they were teaching the younger children. This resulted in sever¬
al students' responses, which reflected an appreciation for teaching:

...

that I could end up being a teacher, because I
teach them like a teacher....

We learn how to teach them [4th-grade students] and
care for them....
The Teacher’s Perspective on CSL
Although Patrice had no prior training in community service learn¬
ing, she did have a fundamental understanding of community service.
There was a conflict that existed between her teaching role and the ser¬
vice in which her students were engaged. There is little doubt that Pa¬
trice valued positive connections with others in the community.
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However, she struggled to understand the educational value for her stu¬
dents providing service at the Garfield school. According to Patrice, com¬
munity service is
important throughout our lives; that we learn that. . .
we don't just live in our little house and go to work
and see our own family; that we are all part of a whole
community and we really need to be involved in the
community. But, I don't know if going to a school and
helping them with math really gets that point across. I
don't know if that is showing them that eventually they
are going to have to be involved in their community
and they are going to have to help people who need
help. I think maybe we need to think about actually
how is one going to transfer to a lifelong awareness of
your surroundings and your community and other
people.
Perhaps one reason for her struggle could be a lack of knowledge of com¬
munity service learning as a pedagogy. For example, there was very little
formal reflection built into the CSL project. Moreover, her inability to
connect language arts to the CSL project was a concern to Patrice. She
does, however, acknowledge that there needs to be a bridge between stu¬
dent learning and transferring their knowledge from school to a larger
community.
As a dedicated and conscientious teacher, Patrice takes her work
as a teacher seriously. Describing the CSL project as "totally useless
she emphasizes her responsibility in the context of her role as an ESL
teacher:
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Being an ESL teacher, I just wouldn't do it again' un¬
less I was going to smaller kids who were reading, or
helping them write, or doing something that was using
their language arts skills.
The project had ended abruptly, three weeks earlier than originally
planned. Patrice explained that the money that funded the bus trans¬
portation was gone, and they were unable to complete the ten week proj¬
ect. Several weeks after the project had ended, Patrice admitted that she
felt, " Glad. Because it was over and we didn 't have to go back"
Therefore, Patrice was relieved that the project had come to clo¬
sure, and that she and her students could return to the familiar lan¬
guage arts curriculum in her own classroom. June was rapidly
approaching, and she still had plenty of work to cover with her students.

Comments

This case is an example of what could happen when a teacher per¬
ceives that she lacks power to make decisions about the curriculum she
teaches.

Patrice never understood why her request for her ESL students

to tutor 2nd-grade children in language arts was not accepted. When
she was given her assignment to tutor 4th-grade students in math, she
took it without raising any questions.
It was clear that Patrice was not only disappointed in her assign¬
ments, but she was also unmotivated to adequately prepare the students
as math tutors. She perceived herself as a language arts / ESL teacher,
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and that is where she focused her work. One might question if Patrice
lacked motivation because she felt rejected and was possibly seeking ex¬
cuses for the project's implementation. For example, "Was the 4th-grade
teacher really that difficult to reach as Patrice had said she was?"
Patrice was certain that their CSL project was a "waste of time" for
her students. She could not justify them leaving the building and going
to the elementary school. Moreover, she did not take any class time to
help her students reflect on their service project. Patrice seemed sur¬
prised when I shared the students’ responses from my survey with her.
Although Patrice displayed a lack of enthusiasm for their servicelearning project, the students were excited and looked forward to their
weekly visits with their 4th-grade "buddies." And the 4th-grade stu¬
dents also became excited to work with the older students from the
middle school. The participating ESL students gained in terms of their
own perceptions of what they believed they were doing — helping by
teaching the younger students math. Helping others, even if that means
being supportive and attentive to younger children, can be instrumental
to the social/psychological development of early adolescents.
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Case 5: The Significance of Student Involvement in Selecting and
Implementing CSL Projects

This case centers on the beliefs and perceptions of two teachers
who collaborated on a project engaging their 6th-grade students in com¬
munity service learning. As the teachers reflected on their past teaching
experiences and discussed their current beliefs about the needs of early
adolescents, they constructed a deeper understanding of community ser¬
vice learning as it related to their teaching practices. They learned the
significance of involving students in decisionmaking processes to select a
project; they discovered the difficulties of not being acknowledged for the
service that the students provide; they saw how too many students can
lead to havoc within an unstructured setting making a project unman¬
ageable; and they discovered the importance of having continuity during
a project to sustain student interest and motivation. They also experi¬
enced the benefits and limitations of working with each other as they
planned the curriculum, solved problems that arose, and supported each
other as professionals.
The overall theme of this case, making connections, addresses the
"meanings" that two teachers placed on connecting students to their
school community to foster pride and a sense of ownership in a middle
school struggling to succeed. The two teachers, Carla and Rachel, have
come to share a unique experience as they collaborate and construct new
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meanings for student learning through community service learning. Ini¬
tially they appear to be very different in their personal styles and man¬
nerisms. However, they share two distinct characteristics: both women
are in their late 30's and have taught in the public schools for approxi¬
mately ten years.
Experiences Shape Perception and Practice
Rachel teaches 6th-grade science classes. Her manner is some¬
what informal, yet displays a sense of drama. Moreover, Rachel's Mid¬
western background reflects her down-to-earth sensibility and wry sense
of humor. After she graduated from college, Rachel got a position as a
permanent substitute teacher in a high school in Wisconsin. Coming
from a predominantly White, middle-class background, Rachel acknowl¬
edged that her first teaching experiences were very different from her
current practices. Comparing her current students with those she had
when she began teaching, Rachel noted:
Coining here from ... a rural, midwestem high school,
was a huge eye opener. . . . I had never dealt with
kids who had the depth of problems that these kids
have. The kids I had dealt with before. . . they did
what you asked them to. You could have a sense of
humor. . . . They resepected each other; they re¬
spected school property. . . . They were farm kids, so
they really had a sense of self-worth and self-esteem. .
. . It was a small school so everybody was involved in
practically everything.
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Early in her career, Rachel volunteered to teach in the Peace
Corps. She described her experience also having made a "huge" impact
on her current thinking about education and schooling:
I lived in a little village in West Africa, in Liberia ... I
was the only white person for miles around! And we
had kids who didn't even live in that village that would
walk miles to come to that school. And we had kids
who were too far away so they would board with other
families and subsist on almost nothing for the privilege
of coming to school. ... I mean, we are talking sub¬
sistence farmers in the rain forest here. . . . Anyway,
these people would have... a total cash income, if
they were lucky, of about $200 a year, U.S. dollars.
They would spend some of that hard-earned money to
buy a uniform ... so that their kids could go to
school, because you couldn't go to school without a
uniform. . . . and one year I was the registrar. . . These
women would come and they would sit down, and they
would have a baby on their back. . . and they came up
to my porch and, they’d put down whatever they had
been carrying on their head. They'd sit there and I’d
give them some water, and who knows how long they'd
been walking, you know, and we would have a little
chat, and they'd go and they’d untie from their wrap
skirts ... all this change. And the registration was
$3.00. God knows how long they had been saving to
get that $3.00. And they would have all this change
and they would just put it on the table and you would
count it out, coin by coin. And I hated to take it from
them, but on the other hand they were also proud peo¬
ple. Proud to be able to pay the money for their kid to
go to school. And not all the kids could go to school.
And they would pick the kid they thought was bright
and they would all work to send that kid to school.
You know. . . when you see that sort of thing, you feel
like, you feel like, "My God, I could be teaching. . . the
next secretary of state." It really made you think,
"What do I want to teach this person?" This person
really is going to be one of the few educated. And they
are going to have a huge influence in this country.
What do I want to teach them? You know? I was
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teaching science, but I was also teaching health and I
was teaching some English.
This rich experience helped Rachel to recognize some of the values
that community members attached to education. According to Rachel

. . . it really reinforced in me,

a belief in universal
education. I felt really badly that not all the kids could
go to school. I felt badly that they had to skimp and
save so that maybe one or maybe two could go. The
girls hardly ever got to go. It was usually a boy that
was picked in a family. Also, it made me want to look
at kids here.... When I thought kids here, you know,
couldn't care less, they just had lackadaisical attitudes
.... When other kids in other places are going through
such amazing feats to get an education. And so, you
know, it kind of makes you look at the child them¬
selves, and then their background and what they've
come from and what kind of big stresses and stuff they
are dealing with, what their goals are.
Rachel discussed developing curriculum for the community. Hav¬
ing no set curriculum to follow, she had to create a curriculum using the
resources available following the expectations of the community’s
leaders.

...

they had a national test but you didn't really have
a curriculum. So, what I got was an old national test,
you know, a national exam, 9th graders had to take an
exam. And I looked at that and saw what it was.
they were just going to have to know, plain and sim¬
ple. I put that together with what I felt like I should
teach these kids.
A Teacher in Transition
While Rachel is dramatic in her presentation, Carla is more sub¬
dued as she reflects on her work with students and her professional
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development. Although she thought that she might become a high
school history teacher, Carla ultimately began her career teaching third
grade. She explained that her experiences in the classroom with the
children has kept her motivated to continue teaching school:

...

the actual work in the classroom with the kids was
just wonderful for me. So really I think that my incen¬
tive to continue was realizing that the actual work with
the kids was positive....
Carla perceives herself professionally as being in "transition." This
year she changed from teaching language arts to teaching social studies;
she is enrolled in a Masters in Education program with a specialization
in creative arts; and she is trying new teaching strategies, including com¬
munity service learning. Through a variety of experiences Carla has been
building her self-confidence to make changes in her professional life. In
an after-school discussion she explained the "steps" she was taking to
explore her teaching practice:
I feel like ... I challenged myself in many ways and I
think part of that is that. . . everything is just sort of
dovetailing for me at this time in my life. . . . Lesley
College is very participatory; you just can't sit back
and take notes. . . . I've done things that I have been
petrified, absolutely knee-knocking. . . and it’s been
great. . . . That has given me strength in the clas¬
sroom. It really has .. . an immediate impact on my
willingness to try something I've never tried before.
So, the community service learning ties in that it was
another little step for me to try something that I've
never tried before, and I really would like to get kids
out of the classroom more. So this is for me a begin¬
ning step for looking at that.
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The Need for Planning Time
At first Carla was hesitant to participate in the study because she
believed that would take time away from a full and hectic schedule. Time
is an important resource for many middle school teachers. And time for
planning lessons is particularly valuable. She spoke openly about her
teaching needs as it related to the school day:
I think the issue of really finding time to appropriately
plan, work through issues without dashing around,
and feeling harried all the time is a real big issue in
this building. I don't know if it is in all middle schools,
but it certainly feels that the kind of time I would like
to spend on developing things the way I would like,
and I do give a lot of time at home and after school, it's
still not enough, it doesn't feel like enough to me.
Team teaching is one component of middle school philosophy that
is part of the school's structure here. However, Carla perceived the
schedule at Mohawk places limits on teachers on her team, allowing only
one period for their prep time during the school day:
What we all have, we have a common time when we
are all not with students. People use that for their
own preparation time that they need during the day.
Most teachers here are pretty adamant that they won't
meet during that period, and I'm one of them, because
I can't go seven periods straight. It kills me.
The teachers do meet as a team once a week for half an hour after
school to collaborate within their respective teams. According to Carla,
this arrangement had several problems:
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...

when we meet as a team, it’s on Monday from 2:30
to 3:00 that every team in the building has blocked off
that should never be interfered with. . . . But if you
have a parent meeting, and if it's scheduled for then,
you 're not going to talk to your team all week long. It's
very inadequate. On top of that, if you are meeting to
communicate about other projects, you're adding that
at some other point in your day. And that's a lot It's
often said well you all have the same time off every
day, but I would say that physically and mentally it's
very hard to go from quarter to eight in the morning to
2:15 with a 20 minute lunch period. I can't do it per¬
sonally. I need a Uttle bit of quiet space to pull myself
together.
Teacher Collaboration
As first it seems unlikely that these two teachers, with very differ¬
ent styles would opt to venture into a community service learning project
together. For this to happen, there was a fundamental level of profes¬
sional trust and respect for each other's work combined with a desire to
try something different.
Recognizing Rachel’s background in life science and Carla’s inter¬
est in the development of students' social skills, they decided on a gar¬
dening project — an activity for which they both shared a passion. The
community service learning project would be a community flower garden
in front of the school building. Rachel described how this collaboration
took place:
Carla and I are on the same team and we were both
pretty enthused about the whole idea. So we got to¬
gether. They [the school's CSL commitment team] said
that we could help them write part of the grant. Then
we could get some money. So we got together in the
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summer.... Basically she and I came up with the
idea and tried to keep it simple.
For Carla, working with another teacher to develop the curriculum
for a CSL project was part of the challenge she was undertaking about
her own teaching practice:
It was different to work with another teacher. It was
different to be constantly going back and forth to get
consensus on different issues, so that was a stretch. . .
. There was a lot of brainstorming that went on in dif¬
ferent stages and that was really fun and exciting and.
. . for me personally, stepping out and trying this for
the first time, it was very important for me to have
another adult there who I could bounce ideas off of. 1
am generally the type of person that steps very careful¬
ly onto new ideas. I am often much more timid than I
need to be, and if there is somebody there to kind of
help me along then I say, ’Yeah, I can do that. ” or 'We
can do that." or whatever. So I think that process of
working with someone else was important in getting
me engaged initially and feeling like I could probably
handle this.
While Rachel's assurance helped Carla gain the confidence to at¬
tempt community service learning as part of their skills classes, Carla’s
organizational skills and commitment, provided Rachel with a level of se¬
curity during the implementation of the project. As Rachel explained:
Carla and I had each other, and that was really help¬
ful. When she couldn’t do something, I could, and vice
versa. It was all right. It’s like we covered for each
other. . . .

165

Teachers* Perceptions of Community Service Learning
Teachers' perceptions of CSL vary with their own experiences of
community service as well as their understanding of the educational phi¬
losophy supporting service learning. Their beliefs and understanding of
CSL often reflects the purpose CSL is included within the curriculum.
Rachel expressed her understanding of CSL through her childhood
experiences:
My dad is a minister. I was doing community service
learning from the time I was hatched! Only no one
called it that And when I was in school we would. . .
go to the local nursing home and wed do something or
other Some group. Maybe the chorus would sing.
Maybe wed go to the hospital and every so often dur¬
ing the year wed do something. . . volunteer at the
hospital. There was any number of things that hap¬
pened when I was a student myself. So this is very
natural to me to have kids doing this, because I did it
myself. Only we didn't have a fancy name for it.
Carla became interested in community service learning through
her connections with other teachers in the school. She had worked on a
team with Gregory, who had involved his students with CSL for the past
two years. Recalling the experience that she had with a particular team
of teachers, Carla attempted to reconstruct how she became involved
with service learning.
I feel like we [the team./ began to think about getting
the kids out of the classroom . . . we did it in more rec¬
reational ways as a team. . . . I'm trying to think how I
really got hooked onto this. It was definitely through
some chatting with Gregory.
166

That Carla would be attracted to community service learning was
also consistent with her individual beliefs about student learning and the
needs of early adolescents. She believed that it was difficult for these
students to be confined within a classroom throughout the entire day.
As she explained, Carla wanted to be able to provide more for them:
I guess it was part of my own feeling [that] there really
needs to be something else we need to be doing with
kids beyond the experience in the classroom and feel¬
ing as though, you know, frustration that middle
school kids probably spend too much time sitting at
desks all day. . . . kids need to be more connected with
their community in a greater way than what we
[teachers] do. You know we talk about it [the commu¬
nity] in sort of laboratory situation in the classroom. . .
. I think that kids get a chance to have a real connec¬
tion with something — a real experience instead of a
laboratory experience.
It was clear that Carla valued a close relationship with her stu¬
dents. Therefore, a feeling of a positive classroom "community” was a
significant part of Carla's work as a teacher. Carla shared some of her
frustrations when she was unable to connect with her students on a per¬
sonal, humanistic way:
But the days that are hardest... is when I'm not that
human being. I can't be that humanistic, caring, and
when I can't talk with the kids — when I can't connect
with the kids in the classroom ... on a more personal
level. . . . Forme that's becoming more and more of an
issue personally in teaching. . . . Our numbers are
just growing and I just feel like it's hard for me to re¬
late on a personal level and it's bothering me a lot.
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Searching for more ways to connect with her students, Carla be¬
lieved that by engaging students in a CSL project, a feeling of"communi¬
ty spirit' could be developed within the classroom as well as within the
school.
Carla also talked about visiting other school sites where CSL is
part of the school curriculum and attending workshops, along with
reading materials, to help her with understanding the basic elements of
school-based service learning. Moreover, Carla described her interest in
CSL as "dovetailing" with the educational philosophy of her Master’s pro¬
gram in which she is currently enrolled. Discussing the program, which
emphasized varied teaching approaches to meet the needs of diverse
learners, she explained:

...

most of the courses [in the program] are geared to¬
wards using the creative arts in terms of expressing
whatever it is we know or learn and really emphasizing
that kids have varying talents and abilities and to
teach in one style with paper and pencil tasks is really
ignoring so many other parts of who children are. So
the community service learning also. . . really ties into
that. . . getting kids to extend beyond the classroom. .
. . I am in a music course, and it’s notjust classroom
music, but also tuning kids into listening skills and
being aware of our environment and our inner sounds
and inner rhythms as well as the environment around
us. It's a really holistic approach ... to teaching that's
just very exciting.
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The Community Garden Project
By exploring what teachers identify as educational goals for the ac¬
tivities in which they engage their students, we often gain a better under¬
standing of what teachers perceive as important in their teaching
practice. What considerations do teachers address as they develop cur¬
riculum that includes community service learning? When asked about
the goals of the CSL garden project, both Carla and Rachel expressed
similar learning objectives for the students based on a specific "need"
which they identified. Carla explained that
one of our first goals was pride in [the school}'. This is
a particularly rundown building. ... I think there has
been a lot of effort in the last year particularly to try to
generate student pride for the school and. . . one of
our goals [was] to help kids feel like they owned a little
piece of this and that they could contribute to the
beautification, if you will, of [the school].
For Carla, "school pride" meant building school community. She
saw a need for students (and faculty) to be connected to each other in
more constructive and respectful ways. By participating in an activity
that would improve the appearance of the school, Carla believed that stu¬
dents might feel more ownership of it and therefore develop a sense of
"community" within it. Her perception of a "school community" was very
strong; she sometimes referred to the building as a place "that we live
in." According to Carla
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...

many of us in the building feel like we're not sure
kids really feel part of the community. This is a large
building with 600 kids and [students] lack... a sense
that they are really a part of the [school] community.
And there has been a thrust to get kids involved in
making this seem less [of] an institution and more of
their place. And the grounds have always seemed to
me as though they have not been particularly well
cared for and they have a rather austere look. . . . The
idea was getting them involved in some project that
would be outside the classroom, something really dif¬
ferent. We thought a project that would be hands-on,
moving, digging, that there would be some physical ac¬
tivity associated with it which I thought would be a
good break from the kinds of things we usually do and
to spruce up the grounds, give it a face lift.
Although Rachel didn’t elaborate on building school community,
she did comment on students' ability to make a difference within their
school by having
a sense of pride in having accomplished something
that beautified the front yard. And a feeling of owner¬
ship. This is our school, we just made it better.
Both Carla and Rachel perceived the community garden more than
a simple project to beautify the school; they saw it as a means for the
students to collaborate on a project to foster cooperation, and develop so¬
cial skills that would create a healthy community. As Carla explained, "It
was the hope that this would build some sort of team spirit, team com¬
mitment.

..."

As part of the process to decide on a community service project,
Rachel's primary concern was to select an activity that would be
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meaningful to students as well as develop skills. Both teachers empha¬
sized the potential affective learning outcomes they believed a community
garden might produce.7 Rachel’s attraction to CSL predominantly cen¬
tered on another way to connect with students who she perceived as hav¬
ing many personal and social needs:
I am drawn to things like community service learning,
because I see a huge need for kids to be able to feel
like they belong. Because there is so much alienation
with these kids. . . . Nobody respects each other or
each other’s property or public property. . . I have
never seen ... so much alcohol abuse, drug abuse,
emotional, physical or sexual abuse in the home. It's
unbelievable. And so these kids come with horrible
self-esteem and of course, you know, they are going to
deface lockers, and they are going to carve in the ta¬
bles, and they are going to fight each other and steal
from each other, and they are going to call each other
horrible names. And then you 're supposed to teach in
all that.
For Carla, the community service garden project was another
teaching method that offered many possibilities for these students to de¬
velop ’’self growth." Here, again affective education was the focus of the
students’ experience as she explained that
students get to learn something about themselves from
giving to others. I think it isn't Just the experience of
what we give and [that] someone is either pleased or
displeased; but I think there is some learning that
takes place about oneself, your capacity to give, your
abilities, your talents, the fact that someone cares that

7A£fect in the curriculum refers to personal-social development, including knowledge,
skills, behaviors, and attitudes related to personal interests and social relations
(Beane, 1990).
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you have something to offer, that you do have some¬
thing to offer.
Coining from another perspective, Rachel also emphasized affective
learning outcomes that might result from planting and caring for a
garden:
One [goalJ is just /developingJ a life skill of gardening. .
. . It's amazing how many kids do not have... a place
at home where they can plant some seeds. A lot of
these kids . . . are living in apartments, and there's no
space for them. The parents don't put in gardens any¬
more. They aren't growing up the way I grew up. . . .
It's such a satisfying thing... to say, 'You know, this
was nothing but just ground, and this was a seed or a
bulb and... I grew this!" It’s wonderful. There is so
much destruction going on in some of their lives, but
to nurture something, to see that, 'Yeah, with a little
care, something good can come out, it can grow, flou¬
rish. " I guess I personally hope that some of that rubs
off on them.
Learning new skills and making connections to concepts in science
were important goals for both Carla and Rachel. For example, Rachel in¬
structed the students how to test the pH of the soil, and both teachers
discussed different plants and under conditions they would grow. Rachel
talked about the skills that students might transfer to another setting or
at some other time in their lives:

...

whatever little ground piece [students] might have,
if it's not being used, they’ll know. . . how to dig it up,
how deep, they have to pick the clods out, they have to
check the soil and see if they need to put any lime on
it, maybe add a little fertilizer. They've got to plan. . . .
Okay, does this get full sun? Is it in the shade? What
plants are going to well there? Should the short ones
go in the front or the back or the middle or what? For
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them to go through this whole process is just wonder¬
ful. Because . . . hopefully this will happen later
sometime in their life.
Another goal of the CSL project, which both teachers shared, was
to develop students' social skills. For these teachers, social skills in¬
cluded learning how to cooperate, collaborate, and participate on a group
project.
Barriers Identified by the Teachers
According to Carla and Rachel, there were many pitfalls to over¬
come during the project, which began in the Fall and restarted in the
Spring. One major problem that both teachers saw with the project was
the number of students that were involved in the garden project. Two of
the four 6th-grade teams (approximately 50 students) participated in cre¬
ating one large flower garden. Both teachers perceived the number of
students as being problematic for several reasons. The difficulty for each
teacher to manage 25 students in an unstructured setting was an issue
for Carla. Reflecting on a recent unpleasant experience where students
were outside planting flowers and working in the garden, she said:
The numbers of students are too high for the nature of
this project. Supervision is an issue when we actually
had to do the planting. I felt like me out there wasn 't
enough to supervise [students’] behaviors when kids
had to wait [their turn to plant]. And again, if the
numbers were smaller, Ijust think there wouldn't have
been this sort of bouncing off of each other that hap¬
pens out there. With fewer kids — even if the kids
were difficult kids — I have a feeling that it wouldn't
have been quite so unmanageable.
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The fact was that not all of the students could be in the garden at
one time. Some of them had to wait their turn to plant flowers, and the
"behaviors" which Carla referred to were students running around the
front yard of the school, and throwing things at each other. This experi¬
ence may have also been frustrating for Carla since this project was cov¬
ered in the local newspaper and she had to deal with a reporter at the
same time. Even though other adults were around, myself included,
Carla felt responsible for the students who ran around the front yard.
Rachel also perceived that the number of students posed a prob¬
lem for this particular project:
I have found it difficult to even think about getting the
kids out in the community in any kind of a huge
group. . . . If we could have smaller numbers, we
could do so much more. . . . Because you just can't
keep track of 25 kids . . . when you're all outside and
you're trying to get everybody to do everything at one
time.
Both in and out of the classroom, management and supervision of
students poses a substantial issue for most middle school teachers.
However, management in general is related to other issues connected to
student learning such as student motivation, interest, and engaging in
activities appropriate at the instructional level.
It was Carla's opinion that the project lapsed for too many months
in order to maintain the students' interests. Beginning in October with
the planting of bulbs, the project continued the following Spring with the
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planting of annuals. She also thought that the nature of the project was
disjointed and students were not connected in a way she felt comfortable.
In order to view the flower garden, some students would stand on their
chairs because the windows in the classroom were near the ceiling.
Expressing her thoughts on the lack of connection within the proj¬
ect, which is important with respect to her frame of reference, Carla
stated:

...

there was some instruction early on about bulb
planting and all of that. . . went well, but it feels like
right now we do things in quick spurts. It's done and
over. We sort of do it and it's over for awhile. ... I
guess it's hard to keep touching base with the project.
After we have a flurry of activity it sort of dies down for
awhile so there isn't that sort of continual contact with
an ongoing project. So that I feel is a problem with the
nature of this particular project. It's almost as though
you forget about it, and then there is something else
that needs to be done and you're out there. . . . [WJe
can't even see it from our room. We can't even get the
visual reminder of what we have done, so I see that as
a problem. We talked about, if it had only been over
here or under Michael's window. It's just like we have
created this isolated piece that's lovely, but then we
come back and we never see it.. . it's sort of like it
doesn't reach us in any way.
Rachel also perceived that continuity was an issue for the project,
but had a slightly different perspective on it. She did not perceive that
the students were disconnected from the garden project in a physical
sense. She commented, "I really like the fact that it's a concrete thing
that the kids can see every day." However, Rachel did see that many
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students lacked tenacity throughout the project because of its overall
time length:

...

this is a problem with any long lag time where you
have dormant season, you know, winter, which was a
humdinger this year. . . . You did all this work in the
fall, then we had winter, and finally things started
coming up in the spring. The kids could sort of review
everything and make sure they understood the signifi¬
cance of everything they had done in the fall. What
they could expect now. What else did they need to do.
Make sure there is continuity.
Finally, one of the most significant barriers that teachers identified
was the lack of student choice. As Rachel described above, both she and
Carla made the decisions about the nature of the project. The lack of
students' enthusiasm and the number of continuous behavior problems
was perceived by Carla as resulting from "the fact that these kids did not
choose this particular project." Providing students with choices, as it re¬
lates to motivation and learning, is fundamental for successful teaching
practice. Commenting on what she believes to be "key" to the success of
their CSL project and student learning in general, Carla added:
I think one that is missing from our project is that it
really emanates from the students. I am sure that you
can't come up with the learning project that interests
everyone but I think that ideally it should be some¬
thing that can be planned on and discussed with the
kids. 1 think that that's critical. I see that as prob¬
lematic in what we have done here. . . . if [an activity]
is something kids choose to do. their investment is so
much greater.
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Even though the flower garden project was not initially selected by
the students, it did, however, involve some degree of student choice.
Both teachers emphasized that students were involved in much of the
decisionmaking throughout the project. For example, in Carla’s class,
students brainstormed the design and kinds of flowers they would ulti¬
mately select to plant in the garden. And in Rachel’s class, students did
choose where they would place certain flowers based on a set of criteria.
Rachel's comments suggest that students might have been more con¬
nected to the project as a result of their individual contributions and
choices:

...

they went out there and admired it [the garden]
the other day. They were really glad they had bothered
to choose what went where, and that it looked some¬
what symmetrical, although we got a lot on one side
and not enough on the other side.
Therefore, based on the lack of student interest and motivation,
both teachers agreed that the major problems they had with this CSL
project resulted from several factors. First, too many students were in¬
volved in the project and were difficult to handle. Second, many stu¬
dents seemed disconnected from the activities suggesting that the length
or nature of planning and creating a garden may not have been appropri¬
ate for these students. Finally, because students did not select this proj¬
ect, the decisionmaking process, which would help students identify the
community needs, was missing from their experience.
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The Significance of Participation
Soon after the two classes of students planted the annuals, the
flower garden was vandalized. The small wire fence that surrounded the
garden had been removed and strewn across the front lawn. During the
week, students noticed that some of the flowers had been picked. This
series of events angered both teachers and many of their students. As
individual students kept an eye on the garden, some of them reported
back to the teachers the names of others who were destroying the gar¬
den. Rachel's eyes open wide as she searched for a meaning of this de¬
structive behavior:

...

It really ticks me off. You know, that's why I say
part of the effort involved is not only all the planning
we had to do. . . and stuff like that with the kids . . .
trying to corral them and get them to cooperate. . . .
Part of the effort is sort oflike mental anguish. Here,
these kids work so hard and they're really. . . angry,
and they're hurt that someone would go out there and
rip up the fencing and trample through the flowers.
As it turned out the students who had picked flowers from the gar¬
den were other 6th-grade students who had not participated in the proj¬
ect. Rachel described her confrontation with those students who had
taken the flowers:

...

one by one I’m dealing with these kids, and I say,
"Why would you do that? You see what these kids have
done? Why would you go out and pick them?". . . So
far the reply I've gotten is, "Well, ... it was pretty, and
so I just wanted to have one." I guess what it is most¬
ly, the ones I've spoken to, it hasn 't been malicious.
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It's been thoughtless. "It was pretty, I wanted it, so I
took it." A real. . . unbelievably self-centered view¬
point for a kid who is already 11, 12 years old by this
point.
Sometimes acting out or destructive behaviors emerge from feelings of
isolation or neglect. This incident might suggest that it is important for
all members of a group — in this case the 6th grade class — to have an
opportunity to participate in a CSL project.
In terms of the vandalism in the garden, Carla attributes this de¬
structive behavior to a lack of respect and appreciation for the project it¬
self. Both she and Rachel believed that there was insufficient
acknowledgment from the school administrators and support from other
faculty for the students doing the service. This posed a problems for
both student motivation and continued interest. According to Carla one
essential component missing was the

...

positive feedback supporting the kids in what they
are doing with some regularity, because I hear. . .
from our kids that they are not feeUng the support for
the work they have done. ... I think they need to feel
some positive feedback from their particular experi¬
ence.
It's unclear whether this actually had any bearing on the vandal¬
ism issue, but Carla associated the destructive behavior towards the gar¬
den with a lack of respect for the work to create it.
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Learning from Participating in CSL
In the process of engaging student in CSL projects, both teachers
feel that they have learned a lot. The process of selecting a project,
based on community needs, students' abilities and interests, and build¬
ing curriculum from these factors and the resources around can be a
unique learning experience for a reflective teacher as well as for the stu¬
dents. Reflecting on her professional growth from her experience with
CSL, Carla believed that she has developed a greater
contact with the community, and I think. . . getting a
taste that the community is really out there for me and
that they /community membersJ are here for the kids. .
. That sort ofinstills in me a kind of confidence to go
ahead and seek it out more than I have in the past.
And I must say until this time I really haven 1 made
many contacts with the community at all. And I think
. . . when we look at classrooms that are burgeoning
with kids ... we may need to rely on the community
more for services, for help, for who knows what. And I
have always been reluctant. So, I think it might start
moving me in that direction more favorably upon . . .
kids participating. . . me getting out there and also
bringing the community in as well.
Carla described several positive learning components that she be¬
lieved students gained from participating in CSL. First of all, Carla per¬
ceived that the students did make a difference to improve the appearance
of the school building. Second, she stressed the significance of students
collaborating on this project therefore dealing with problem solving and
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making group decisions. In terms of the development of student learning
through their involvement, Carla acknowledges:
I have seen some growth. .. . They did create. They
did really physically change and create something that
... is lasting in the building, and I think that alone
was an accomplishment. Without testing or any for¬
mal assessment of what they learned, I think that
there was some knowledge gleamed from gardening
and. . . care and maintenance of plants. And in some
ways ... it was a collaborative project because the
kids worked together. . . . And it was something that
people a majority of students contributed to rather
than always doing sort of isolated, independent kind of
work, it was an opportunity for collaborative work.
There was a lot of problemsolving that went on; there
was a lot of compromise as part of the problemsolving
as when you have fifty kids deciding on what the
shape of the garden is going to be and what colors in
the initial planting and so forth.
It was Rachel’s hope that students would also learn the virtue of
patience from their CSL project. Gardening is a process and it takes a
certain amount of time to reap the benefits. She enthusiastically referred
to gardening as
sort of like a delayed reward. We did all this in the
fall. Spring came, and oh my gosh! Look! Look! A
good thing we did all those months ago is now coming
forth, you know? Now we can appreciate it; now we
can revel in it. Not this instant gratification garbage
where it has to happen now or it's not worth anything.
They just learned something really valuable. We did it
a long time ago and now we are reaping the rewards
from it.
However, Carla's perception of students' learning to wait for later
outcomes, such as the flowers to grow, conflicted with what she saw
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fundamental — that students maintain an interest throughout the dura¬
tion of the project. Compared to the level of enthusiasm of the project in
the fall when students planted bulbs, Carla noticed an increase of stu¬
dent motivation when they planted annuals during the spring:

...

the annuals were more successful only because
the flowers were already there. So you [the students]
get immediate gratification. . . . In general, they have
been pleased with this second part or aspect of annual
planting because it's right there in front of them al¬
ready. You don't have to guess what it's going to look
like; you can just create it and it's right there.
Because there was no formal assessment of student learning as
part of the CSL project, teachers relied on their own daily observations of
students as well as activities for "reflection" to gain insights of student
learning. However, at the end of the project students responded to sever¬
al questions on an open-ended survey designed to complement this
study.
Most of the students described the community service learning
project in clear, concrete terms. For example two students responded
with the following:
We planted a garden on the front lawn [so] it would
made the school look better.
We made a garden in front of the school to make the
school look a little brighter to all.
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Another student described the project as a series of events and
wrote:
We started it in the fall. Everyone went outside during
our skills period. We planted flowers. Then when
spring came we thought it looked bare so we planted
more.
Some students even commented that they thought the school
looked better because of the garden.
When asked if they thought the project was a community service.
One student responded:
I think... it was a community service because it was
something the community could look at and enjoy.
Two other students wrote:
A lot of people told us they liked the garden. People
from the VIP club gave us a hose and sprinkler. The
community was happy!
We gave "something" to the community of the school
and the town.
Not all of the students understood the meaning of community ser¬
vice in the way the teacher had hoped. For example, two of the students
wrote, I don’t know? and a third student responded:
''

No. We did all the work. Other people brought flowers
and stuff, but we did all the work.
The students seemed to have more of a problem understanding
how their project met a specific need within the community. More than
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half of the responses were, "/ don't know." About a third of the students
wrote comments such as these:
It gave the school a better image to the old raggy look.

... It meetfsj the need to beautify the school.

However, one student perceived that the CSL project as disasso¬
ciated from any community need and indicated on the survey:
I don't think there was a problem.
school look nice.

We just made the

The last question on the survey asked students what they learned
from participating in this project. Several students wrote about the skills
of gardening. For example, two students wrote that they learned
. . . how to plant a garden.
. . . more about plants and gardening.

Other students wrote about working together with others:
I learned that if we all work together; we get something
beautiful.

That participating can make people happy.

Yet, other students perceived their learning as an appreciation for
flowers and gardens. For example, two students wrote that
. . . little things like our garden get people's spirits up
when they look at it.

. flowers make me happy!
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Finally, one student had learned another valuable lesson and
responded:
Good things are worth waiting for.

Comments
Carla and Rachel worked hard over a nine month period to include
within the service project, gardening knowledge and skills, students’ de¬
velopment of social skills, reflection, and celebration of their work.
As Carla worked over the last three months with a difficult group of
students, her energy level diminished. Still, she found the momentum to
organize a special day of "celebration" for their service learning project
with Rachel and the students.
The day of the "celebration" was a beautiful, sunny June day. The
garden looked especially beautiful from the most recent work some of the
students had done. Both classes sat on portable bleachers, school ad¬
ministrators, and invited guests sat on chairs. It seemed like a wonderful
way to bring closure this community service learning project. Every one
appeared to be in a good mood. However, from a high point of the ce¬
lebration with speeches from administrators and students, cake and
punch supplied by the Special Needs students, and community members
invited to share the students' work in the garden, Carla returned to her
classroom only to And that $40 had been stolen from her wallet while the
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class was outside. Although she did not belabor the incident, her ap¬
pearance revealed her disappointment.
After everything was completed and the celebration was over, the
teachers discussed their lasting thoughts about doing this project again
with students. Carla ended the school year with the feeling the students
gained from their CSL experience in some respects. However, she per¬
ceived that many students did not connect with their middle school com¬
munity in a way she had hoped:
. . . I keep thinking that this project is about the
middle school community, and the fact the kids did
not feel connected with their project, . . . they didn’t
feel like their project contributed to the middle school
community.
Recovering from what she referred to as a "huge" project, Rachel
acknolwedged that it was like
. . . all major accomplishments where you have worked
really hard. I imagine it's like childbiith, you just
forget. . . very soon afterward the parts where you
were . . . thinking, "Oh my Lord, how am in the world
did I get myself into this thing?". . . . and "Oh, why
can't we just all work together?" You know, that all
gets put in the back of your mind, and the good parts
kind of stay. Which, I think, God intended! Otherwise
. . . nobody would try anything ever again if all they re¬
membered were the bad things. I think it's a psycho¬
logical adaptation that helps us get through life
teaching!
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Summary

Of all the cases in this study, this one comes closest to servicelearning as defined by most CSL advocates (Cairn & Kielsmeier, 1991;
Conrad & Hedin, 1991; Nathan & Kielsmeier, 1991). The project was in¬
tegrated into the school’s core instructional program; it involved a team
of two teachers from interdisciplinary subjects (science and social stu¬
dies); the service was based on the need to create a garden as a school
beautification project for the purpose of improving school spirit among
participating students; it was build on students learning academically as
well as affectively; it included reflection activities for students throughout
the project; and a celebration of the students’ efforts involved school ad¬
ministrators, community members, and students.
With all of these components in place, why was this servicelearning project so problematic? Both teachers pointed to managing the
large numbers of students (50 in both classes). One teacher suggested
that the duration of the project (October plantings through June) was too
long to hold the students’ interest. Yet, another reason cited was that
there was not enough daily contact with the garden (students could not
even see the garden from her classroom).
Perhaps the most striking statement came from Carla when she
concluded after a particularly frustrating day with her students:
I think one that is missing from our project is that it
really emanates from the students. ... I see that as
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problematic in what we have done here. . . . if [an acti¬
vity] is something kids choose to do, their investment
is so much greater.
Although the students were given choices about many things (the
shape and size of the garden, what flowers to plant, what kinds of activi¬
ties and who shall be invited to the celebration), many of the participat¬
ing students did not perceive the lack of school spirit as a "school
community" problem nor did they view a community garden as a means
meet this "need" within the community.

It was substantial for these

6th-grade students to even understand how their school was a
"community."
Service-learning is a dynamic process in which students under¬
stand and respond to a community's needs, which are based on prob¬
lems or issues. The service that students choose is most effective when
it is guided by their individual interests and abilities with the help of a
facilitating teacher.

The process begins with the students and the study

of a community problem. Perhaps there would not have been a commu¬
nity garden if the students were involved early in the process. Or per¬
haps they would have created an even more exciting service project that
they deemed as important to their school community. If we learn one
lesson from this case, it is that students' voices are critical for effective
and empowering service-learning projects.
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CHAPTER V
MEANINGS AND PRACTICES OF SERVICE-LEARNING: IMPLICATIONS
FOR EMPOWERMENT AND MIDDLE SCHOOL REFORM

This study centered around the notion that service-learning has
the potential to be an empowering pedagogy for both teachers and stu¬
dents. All but one of the service projects was selected for the study be¬
cause the supervising teacher indicated on a survey that their students
were key decisionmakers in selecting, planning and implementing CSL
projects. As the study developed, however, it became clear that the
"meanings" teachers constructed around service-learning as well as how
they practiced "service-learning" rarely prescribed student "empower¬
ment" as being central to their projects. In fact, what was initially identi¬
fied within the schools as "service-learning" could more accurately be
described as "school-based" community service for several of the projects
in the study.
It was not my objective to judge the success of each project in
terms of the teacher's criteria, but rather to provide a cross-case analysis
of the complex components in which the projects were created and im¬
plemented. I discovered that interactions among teachers and students
within the existing school structures in which they work are critical fac¬
tors in defining service-learning. How teachers perceive and practice
CSL partly depends on the philosophy of student learning incorporated
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within an individual school culture. This chapter addresses the
discoveries I made within this study, explores some of the implications of
these discoveries, and raises additional questions about service-learning
related to teacher and student empowerment as a condition for education
reform.
The theoretical research question guiding this study has been,
"Based on the meanings that teachers have constructed around servicelearning, what evidence suggests that participating teachers use CSL as
a strategy to advance student empowerment?" Service-learning can be
empowering when participants develop in-depth, critical understandings
of community issues; gain insight into the multiple, underlying reasons
why these are genuine problems; collaborate with others in the commu¬
nity to identify the needs, and take action on their initiatives in order
make a difference within the community. Moreover, student decision¬
making and ownership within this process are key to empowerment
when teachers use structured reflection to help students understand
their roles as decisionmakers and their ability to make a difference in the
world in which they live.
This intention of this study was to understand how teachers en¬
gage students in service-learning activities, and what meanings in terms
of purpose and educational value teachers attach to their practices. Sev¬
eral characteristics of participating teachers were explored in order to

190

understand their purposes for including service-learning activities with
students. As part of the data collection process, I raised questions
about teachers' perceptions of teaching and learning, their past experi¬
ences with community service, and their current understanding of
service-learning as a pedagogy, while observing their practices of engag¬
ing students in service projects.
Student learning partly depends on their interactions with teach¬
ers. They often adopt "meanings" emphasized or reinforced by their
teachers during formal instruction and through informal associations.
Thus, there is significance in asking participating students how they per¬
ceived their CSL experiences in terms of purpose and learning, and jux¬
taposing that data with their teachers' perceptions and practices.

By

understanding the purposes and meaning which teachers and students
have constructed around their service projects, the theoretical question
of service-learning as an empowering pedagogy was addressed more
thoroughly.

Teachers* Understandings and Practices of Service-Learning
Teachers created meaning around service-learning from several
sources. First, the school where teachers worked provided a context for
teachers to practice CSL. Thus, the meanings they already constructed
around service-learning was restricted to school's definition and
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structures provided for CSL. Second, teachers' personal experiences
with community service begin to shape their understandings about
learning from service experiences. Third, teachers’ perceptions about
teaching and learning also suggest how students might learn in non¬
school settings. And finally, teachers' professional development on
service-learning as a pedagogy often determined the quality of CSL as a
practice.
All of these factors combined provided a complex, yet useful under¬
standing of how service-learning was defined and practiced by the six
middle school teachers in the study.
Service-Learning as Defined within the Context of the School
The school structure was a significant factor in shaping a teacher's
definition and practice of service-learning. Within this study one teach¬
er, Patrice, was required to include service-learning as part of her cur¬
riculum. Her perception of service-learning was that a project had to be
directed connected to content within the curriculum. Moreover, accord¬
ing to Patrice, the choices for a service-learning project were limited to a
nursing home or an elementary school. Thus, service-learning within the
context of the school was defined as mandatory, connected to the core
curriculum, and involved students providing a service to the educational
community or the elderly.
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At the same middle school where Patrice taught, two other teach¬
ers chose to participate in separate after-school programs in which youth
service was a component. Participating in these two programs was an
option for the teachers and the students. Thus, service-learning was
also defined by the school community to include projects in after-school
programs.
At another middle school 80 miles away, three teachers chose to
include service-learning as part of a nonacademic activity period, "Skills"
class. For teachers in this middle school, an activity period enabled
them to be flexible within the curriculum and to engage students in
service-learning projects. Thus, service-learning was defined by the
school community as a practice within the school's instructional pro¬
gram, and connected to affective learning outcomes for students. Al¬
though teachers had a choice about including service-learning in the
curriculum, many students were not given the choice whether or not to
participate in CSL projects.
Understanding Service-Learning as a Pedagogy
Only two of the six teachers, Gregory and Carla, had any profes¬
sional development training on service-learning. Katherine also had
prior experience facilitating problem-solving activities in groups. Four of
the participating teachers had no specific training or experience with ser¬
vice learning.
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I found two significant deficiencies within the service-learning proj¬
ects in the study. First, most projects were not based on a need that was
mutually identified by the participants and the recipients of the service.
In almost all of the cases, the projects were selected by the teacher who
identified a community problem and selected a service project for the
students to participate. The one exception of this practice was the news¬
letter project, in which the students explored issues within a community,
and selected a project based on a neetf that they and community mem¬
bers identified as being important.
Second, in most of the projects teachers did not include structured
reflection activities. Only two projects, Gregory’s water conservation/
pollution project and Carla and Rachel's flower garden project included
any kind of structured reflection with the students. Carla and Rachel’s
students experienced structured reflection activities throughout their
project (e.g., keeping journals, drawing pictures, writing poetry or
stories).
Gregory used a class discussion at the end of the project as a
structured reflection activity. By asking students to reflect on their expe¬
riences at the end of a service-learning project, students often forget
some important events or details that might contribute to their learning
process. Even more significant was the fact that only four students in
the class actually participated in the service component of the project.
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Thus, students were confused when Gregory attempted to discuss with
the entire class their thoughts about service within the community.
As a result, there were variations of how needs were identified
within community settings, how teachers involved the students in the
selection of a service project to meet a community need, and the practice
of reflection to increase student learning. As teachers develop their un¬
derstanding of service-learning as a pedagogy and practice what they
know, the more likely that CSL will be an instructive tool.
Teachers* Experiences with Community Service
Several of the teachers had prior experiences with community ser¬
vice. Specifically, three of the teachers and one program advisor dis¬
cussed their personal experiences with community service. Both Celeste
and Katherine provided services that included tutoring younger students
as part of a high school or college program. For example. Celeste com¬
mented, " When I was in high school, I helped to tutor exceptionally. . .
gifted children." Katherine offered, "I was volunteering with a group that
taught creative writing to high school sophomores, juniors, and seniors
and did it as part of a college prep program."

Rachel also emphatically

stated that because of her father, who was a minister, and her service ex¬
periences as a student, "/ was doing community service learning from
the time I was hatched. ... So this is very natural to me to have kids
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doing this, because I did it myself." Moreover, both Gregory and Kather¬
ine were offering services in their communities during the study.
What I learned about teachers’ experience with community service,
supported the findings of Wade’s study (1995) which indicated there was
a strong connection between teachers' past experiences and their current
involvement with service-learning. However, she noted that the teachers
"made no overt connections between their early service experiences and
their current service-learning activities" (p. 8). This suggests that al¬
though teachers’ past experiences with community service might have
helped them construct some meaning around the benefits of service for
their students, in terms of a more comprehensive understanding of CSL,
reflecting on their experienced might prove useful for teachers as they
continue to practice service-learning with their students.
Teachers' Perceptions of Teaching and Learning
Teachers’ perceptions about teaching and learning might also be a
reason why teachers might choose to become involved with servicelearning. For example, teachers who generally believed students learn
from their experiences both in and out of the classroom were more likely
to include CSL within their curriculum. These teachers indicated that
"community-based" experiences could potentially enrich classroom
learning.
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Of all the participating teachers, Carla and Gregory specifically dis¬
cussed the significance of connecting students with the community as an
extension of classroom practices. Carla perceived that being confined to
a classroom or school building all day was both limiting and frustrating
explaining that her students, "need to be more connected with their com¬
munity in a greater way than what we do."

Moreover, she believed that

community involvement offered more of an authentic learning experience
for early adolescents, "I think that kids get a chance to have a real con¬
nection with something — a real experience instead of a laboratory
experience
Based on her comments, Patrice seemed to have a very limited view
of student learning. While she acknowledged that "hands-on" activities
motivated students, "I think that’s where hands-on study comes in. They
seem to be really motivated once they can use their hands, ” Patrice was
also critical of "hands-on" activities as a practice, "hands-on is good to a
certain extent, but I think we’ve gone totally overboard. . . There doesn’t
seem like there's enough time in the day to do hands-on 100 percent of
the time and also a little unpleasant, hard work learning."
Patrice also did not believe that the service-learning project in
which her students participated had any educational value, at least in
terms of students developing their English language skills. Clearly, how
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she perceived her role as an ESL teacher, was part of her understanding
and purpose connected in a service-learning project.
Professional Development for CSL
In part, teachers' understanding and practice of service-learning
depends on the quality of instruction they receive. In Shumer's (1994)
study he reported, "One issue that arose was actually what servicelearning is" (p. 11). Questions often raised were: "What constitutes ser¬
vice?" and "What is the balance between service and instruction with re¬
gard to CSL?"

Moreover, the notion of "structured reflection" connected

to student learning often confuses many teachers when it comes to
practice.
In this study, only two teachers, Gregory and Carla, had any for¬
mal instruction on the theory or practice of CSL. For both of these
teachers, instruction on CSL consisted of participating in an inservice
workshop and reading two or three articles about service-learning.
Moreover, Gregory was the only teacher who had included CSL in his
curriculum prior to this study.
I learned that several of the teachers were willing to increase their
understanding about CSL, as long as the quality of the instruction was
high. For example, in a discussion about teacher education programs for
CSL, Celeste acknowledged, "ifI heard of a really good community service
workshop. I'd like to do more." Although the "time" available for
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teachers to participate in inservice workshops often determined the
quality of training teachers received on community service learning.
This study revealed a general weakness in how teachers develop
their understanding of service-learning. Terms such as "buy into" are of¬
ten used to promote new programs, including service-learning. I raise
the question here, "Are we trying to sell service-learning to teachers, or
help them understand it?"

Providing teachers with the "nuts and bolts"

of the what of CSL is only depriving them of a more in-depth understand¬
ing of this complex and powerful pedagogy.
Thus, teacher educators who are advocates of service-learning
must do a better job helping teachers create a meaning for CSL that in¬
cludes the why and it relates to their individual practices. The question,
"Why practice CSL?" suggests that teacher educators help practitioners
construct meaningful purposes for service-learning.
Purposes for Service-Learning
The meanings teachers attach to service-learning not only define
what they practice but also provide a purpose to their work as teachers.
It is crucial for teachers to understand their own purpose in order to re¬
fine and advance service-learning as a useful pedagogy. This would sug¬
gest that there are at least three categories in which the participating
middle school teachers found value and justification for community
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service learning: academic learning,; affective learning,; and issues-based
learning.
First, teachers often perceive their work in relation to the academic
curriculum and the development of student leaming/knowledge
(Johnson, 1990; Little & McLaughlin, 1993; Lieberman & Miller, 1984).
Some teachers reported that they valued service-learning for enhancing
academic learning and to develop concrete skills, such as language usage
or gardening as a "life skill."

In other words, these teachers perceived

that service-learning could "fit" into the existing curriculum, which also
justified a traditional paradigm of what teachers are supposed to do —
teach students math, language arts, science, and so on.
Second, the notion of affective learning is advanced by a number
of educators who perceive it as critical in the education of early adoles¬
cents (Beane, 1990; Lickona, 1988; Noddings, 1995). Several teachers in
the study indicated that they believed service-learning could address the
social and developmental needs of their students — improving self¬
esteem, working cooperatively in groups, and caring about others in their
communities. For example, Carla perceived that their community service
learning project, the flower garden, " would build some sort of team spirit,
team commitment. . . students get to learn something about themselves
from giving to others."
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Third, there are several ways to approach service-learning. For
some teachers service-learning has meaning because it can and often
does focus on community issues (e.g., water pollution, homelessness,
and violence). This approach supports the notion that students can
"learn to become critical members of the community who try to under¬
stand how problems arise and what they mean for the people involved"
(Beane, 1990, p. 152). And they learn how their participation and in¬
volvement can "make a difference" in their community.

Gregory em¬

phatically acknowledged that students, "should know that they can
contribute to this community. Because if they do, I feel they will take
ownership and they'll treat it better. That goes for the school, that goes
for the classroom, that goes for their town."
Service-learning is a complex and exciting endeavor for those in¬
volved. Without purpose or structure, teachers and students might feel
uncertain about the value their projects bring to a community and for
themselves.

Students* Perceptions of their Service Experiences
In this study I discovered that most students gained from their ex¬
periences with service-learning, at least as indicated by their expressions
of enjoying CSL as an activity. Even when teachers provided little or no
structured reflection activities, students perceived that their work was

meaningful to others and that they learned from their experiences. For
example, in the case the ESL teacher, who believed that their servicelearning project was a "waste of time" and that the students were "not
getting anything out of it," many students reported positive outcomes.
Some of the ESL students' comments included, "It feels good to help
another \learn] what they don't really knoW' and "Ilearn that it is fun to
be with somebody a little bit younger than me." Consider for a moment
the magnitude of student learning that might occur if the teacher had a
more positive attitude about the CSL project and had put more effort into
a reflective process with her students!
Content Related to Service-Learning Projects
Teachers are key when it comes to shaping students' understand¬
ings of their learning experiences. For example, in the case of the stu¬
dent play about gangs, the teacher's emphasis was on the dangers for
adolescents joining a gang, and she rarely discussed the merits of provid¬
ing service for the community. It was not surprising that the participat¬
ing students' perceptions of their CSL projects emphasized the notion of
problems with joining gangs, "I learn not to join the gang' and "I learned
why you should stay away from gangs, violence, and drugs." Again, this
was clearly important for middle school students in that community to
learn, although that was not the major goal of the project.
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Throughout the study, students expressed several things they be¬
lieved they learned including gardening skills, interviewing skills, and
new understandings about water conservation and pollution.
CSL and Unanticipated Learning Outcomes
Because service-learning can engage students in a variety of ways,
it is not uncommon for students to have unexpected learning outcomes
from their experiences. This notion supports a constructivist perception
in which students enter a learning situation from an individual starting
point, and based on their own past experiences they construct new
meanings that include their new experience. By leaving opportunities for
learning open-ended, students often learn new things about themselves.
For example, when a student completed her public service announce¬
ment on water conservation she commented, "I like to announce . . . read
over the radio. I learned how to draw people in . . . make them interested
in what I was saying
Another example of unanticipated student learning is the newslet¬
ter project where students applied computer skills to write their newslet¬
ter. The students admitted that they never used a computer for any real
application for any of their regular classes.
Student learning, however, is often shaped by the teacher's ability
to help students make the connections for new understandings. I return

to my premise that teachers are key in creating meaningful learning envi¬
ronments, including those that involve service-learning.
The Teacher's Role in Shaping Student Learning
Like an experienced guide on a raft who points out interesting sites
along the river, a teacher often points out specific information to stu¬
dents as they experience service-learning. It may or may not be a con¬
scious effort, but teachers bring with them a purpose that they use to
define value within their work. Thus, when students respond that they
learned, "how much of a difference we can make" or "that you’d be help¬
ing the community learn something that a lot of them probably didn ’t
knoW' from their CSL experience, we can usually credit the teacher who
guided students through that learning process.
Therefore, students can and do learn from their CSL experiences.
Depending on the teacher's emphasis or purpose, students can benefit
from affective learning or more content based material. Here, again stu¬
dent learning is strongly connected to the interests and practices of the
teacher. Moreover, if a teacher's purpose for engaging students in
service-learning includes student decisionmaking, critical thinking, ex¬
ploring community problems, then CSL might begin to function as an
"empowering" pedagogy.
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Service-Learning as an Empowering Pedagogy
Although service-learning has the potential to be an empowering
pedagogy for both teacher and students, most CSL practitioners are far
from using its full potential. Helping teachers advance from using
service-learning as a means to enhance school work (e.g., math, science,
or language arts) to engaging them in real issues within their communi¬
ties is a huge step. It means that teachers must "let go" of a traditional
process in which teachers are "in control" of learning, and place more re¬
sponsibility for learning in the hands of their students. As Gregory ac¬
knowledged, "It's not easy because I am a controlling person. I really do
like to control the situation. I think that [for) most teachers, you need to
like power in order to get in front of a class."

For most teachers this also

suggests a paradigm shift in the way they relate to students and the
learning process.
Empowerment, Service-Learning, and Community Issues
Service-learning projects that support an empowering pedagogy al¬
most always begin with students’ exploring and defining problems or is¬
sues within the community. In the study only two projects centered on
community issues, in which some students perceived as worthy of a ser¬
vice project. These were the water conservation project in Gregory's
Skills class and the newsletter project for the North Common housing
residents.

For example, in the newsletter project, students assessed the
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needs of the community, " We also got their opinion, about what they
think about [living in the North Common]. And what they want to do to
improve the North Common."
Through analysis of problems in the community, addressing solu¬
tions to these problems or issues, and finally acting through community
service or social action can be an empowering experience for those stu¬
dents who are involved. These students now can learn that their actions
can make a difference in the lives of others and within their communi¬
ties.
Choice and Responsibility for Empowering Service-Learning
By having choices and making decisions, opportunities are pro¬
vided for teachers and students to take ownership of their learning, and
thus can affect their motivation to participate in a service-learning activ¬
ity. This was the apparent for Patrice, the ESL teacher who did not get to
do the service-learning project she selected. She was assigned to do a
math project, she was "disappointed it was math since I don't even teach
math anywayPatrice's lack of power, might have had an affect on her
motivation for service-learning as a class activity.
Carla concluded that she perceived one major source of problems
with the 6th-grade students involved in the garden project was, " the fact
that these kids did not choose this particular projectIn fact, most of
the students chose not to participate in the garden project!
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Along with decisionmaking and choices is the notion of responsibil¬
ity. Students need to learn how to be responsible and accountable for
their decisions and actions. Service-learning as an empowering peda¬
gogy encourages students to take responsibility for their participation in
the projects in which they are involved. An example of this is Katherine’s
approach to helping students discover their own solutions to the prob¬
lems and issues that occurred. From the perspective of the supervising
teacher:
I think [the students] see her not just as someone
who's going to tell them what to do, but someone
who's going to help them once they have made the de¬
cision. . . . She makes very sure that their responsibil¬
ity doesn't shift back to her
Service-learning is complex and can be and exciting endeavor for
teachers and students. Teachers are confronted with understanding
service-learning as a useful pedagogy and often find barriers within the
structures of their school environment to implement service-learning
projects.
When analyzing the context in which service-learning was prac¬
ticed in these two middle schools, I discovered that the more freedom giv¬
en to the teacher in terms of structure and curriculum, the more
service-learning was an empowering experience for the teacher and the
students. For example, the two after-school programs provided the
teachers and students with the most flexibility.
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Both the teachers and

their students reported that the projects were co-constructed and that
they chose the projects. In both cases, teachers allowed students to
make decisions about what project they would become involved in and
how they would implement it.

Connecting service-learning to specific

curriculum, however, sometimes places limits and restrictions on teach¬
ers creative abilities and consequently may affect student learning.

Service-Learning and its Implications for Education Reform

In terms of education reform, it is well documented that teachers
are central to lasting institutional change (Flinders, 1988). In part, re¬
sponsibility for educational change lies with teachers' implementing and
maintaining new initiatives or programs. In her study of teachers and
their work, Johnson (1990, p. 182) asserted, "although teachers general¬
ly exert only modest influence on decisions made outside their clas¬
srooms, they control most of the instructional policy within them."

In

other words within the context of the classroom, the teacher decides on
what to teach, how to teach, how to spend time, and how to assess stu¬
dent learning.
If educational reform initiatives are to be successful, consider¬
ations must include several factors: teachers' knowledge and under¬
standing of the new program, the school climate and culture including
workload, class size, and schedule, and school curricular policy exploring
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what is already in the curriculum that is worth keeping. Too often teach¬
ers are removed from the discourse of school reform initiatives at early
stages of decisionmaking (Rosenholtz, 1989; Johnson, 1990). For exam¬
ple, one middle school science teacher, Gregory, described his reaction to
a new science program introduced in which he had no "voice" in the deci¬
sion making process:
There are a lot of things I do not like about [the cur¬
riculum,]. When they first told me that we were get¬
ting it, I wasn't enthused. ... I don’t even use the
book. ... It didn't make sense to me. It didn’t make
sense to the students. We would end the lab and we’d
all say to each other, "What did that mean?"
Teachers need to be part of their working community. If left out,
they can feel resentful as Carla pointed out in her statement about the
school's mission statement:
There is a mission statement that was recently pub¬
lished that I think the school committee wrote about
[our] public schools; we didn't even know it was being
done! I have it in my bag, and we just sort of chuckled
about it. And as far as I know, no teachers were part of
that mission statement.
This is one of several examples of how teachers felt disempowered
and disconnected through a school system. Teachers must be actively
connected to the school communities in which they work, which includes
their work as curriculum developers and as resources to their students
and colleagues, for sustaining school reform to take place.
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Conclusion
The meanings that teachers construct around service-learning are
influenced by their perceptions and beliefs about teaching and learning,
their personal experiences with community service, and their under¬
standing of service-learning as a pedagogy. The school community also
shapes the development of teacher understanding and practices. More¬
over, the extent to which service-learning is empowering for teachers
and/or students depends on both the teacher’s goals and the school's
mission.
Service-learning for the purpose of engaging students in "real life"
or "authentic learning" can support and enrich the academic curriculum.
Students’ motivation and involvement often increase because they are
able to connect their academic instruction with real issues outside of
their classrooms. In Case 3 participating students applied what they
learned in the classroom about water pollution and conservation to a ser¬
vice project within their local community. In Case 5 students used their
knowledge from their science and skills classes to design and plant a
flower garden for their school community.

For this reason service-

learning is a valuable and useful pedagogy.
Through service-learning, students can advance caring attitudes to
the level of caring behaviors, which in turn become a continuous cycle of
learning as well as caring. When students engage in service-learning
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again and again, the potential exists for continuity of their behaviors if
they are able to define themselves as "empowered" individuals.
Service-learning can also be beneficial in helping early adolescents
demonstrate caring actions toward others within their community. By
being concerned about other individuals and by helping them, students
can develop empathy, respect, and acceptance of others who might be
different from themselves.
Caring about others was an underlying theme in several cases of
the study. For example, from their responses on the survey and their
general enthusiasm for their project, most of the Cambodian students in
the ESL class cared about helping their 4th-grade "buddies." By writing
the newsletter, students demonstrated that they cared about the needs of
those individuals living at the North Common. Thus, affective learning
was addressed — values, morals, ethics, and other aspects of living with¬
in a community.
Although student empowerment was not central to the community
service projects in this study, I believe that it must be included in the
current discourse as a significant purpose for engaging students in
service-learning.

Empowering pedagogy encompasses both authentic

learning and affective education which advances the potential of servicelearning as a pedagogy to its fullest potential — creating the conditions
for students to learn and participate as productive citizens in a
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democratic society.

Service-learning, however, is more than caring

about others or motivating students to learn academic subjects; it pre¬
pares them for the rigors and complexity of democracy through their un¬
derstanding and ability to "make a difference" in their communities.
How teachers perceive and practice service-learning was the focus
of this study. I have come to understand that, in shaping student learn¬
ing, the meanings teachers construct around service-learning are impor¬
tant to the process. This study also has shown that policymakers within
schools often create the standards which determine how service-learning
programs are defined and implemented, thereby providing structures
which teachers are able to practice service-learning. The implications for
policymakers raised in this study concern their awareness and willing¬
ness to involve school practitioners and students in decisionmaking
processes.
This study raised several questions in terms of defining servicelearning within the context of actual practice within the schools. For ex¬
ample, should educators reexamine after-school community service proj¬
ects as legitimate service-learning since students are clearly gaining from
these experiences? This study has also revealed that structured reflec¬
tion, which is critical to service-learning as a pedagogy, was lacking
especially in these after-school programs. Thus, teachers are not making
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the connection between after-school service programs and the potential
learning that could come from such programs.
Another issue raised in this study addresses how service-learning
can be incorporated into a school's instructional program to improve stu¬
dent learning. In terms of school reform, new definitions of schooling
and school curriculum can be extended to include co-curricular activities
classes and "after-school" programs. Teacher educators might collabo¬
rate with school administrators and teachers in action research to devel¬
op more effective service-learning programs, and to explore the notion of
structured reflection as a significant component in that process.
Middle schools across the nation are exploring innovative strate¬
gies to improve student learning — team teaching, block scheduling, in¬
terdisciplinary curriculum, and advisor/advisee programs. Many of
these strategies, particularly service-learning, embrace components for
empowering pedagogy — "participatory, affective, problem-posing, si¬
tuated, multicultural, dialogic, desocializing, democratic, researching, in¬
terdisciplinary, activist" (Shor, 1992, p. 17).
Service-learning as an empowering pedagogy advances school re¬
form by requiring shared voices and participation of community mem¬
bers to create change. In terms of teacher and student empowerment,
more research can be conducted to explore why more "empowering"
conditions are generally found in activities classes and after-school
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A

programs. This includes a more in-depth focus on the dialogic relation¬
ships existing between the teachers and students in decisionmaking
processes.
Moreover, as teacher educators, we must look carefully at how we
prepare teachers to involve students in service-learning activities. This
issue addresses the point made in Chapter I; that too often the dis¬
course centers around service-learning a description of projects/activi¬
ties teachers and students do and not why they are doing them. Thus,
quality teacher education is key in helping practicing teachers advance
their understanding and practice of service-learning
Effective service-learning programs can alter how teachers ap¬
proach instruction, and how students engage in learning. With an em¬
phasis on a constructivist framework, applying problem-posing
curriculum, teachers and students together can co-construct meaningful
and powerful learning experiences. Moreover, some educators submit
that teacher "agency" in terms of curricular decisionmaking and institu¬
tional empowerment is fundamental to sustain educational change.
Community service learning is not a panacea for solving the many
problems existing in our communities or our schools.

Moreover, the po¬

tential that service-learning offers teachers, students, and community
members is significant. How CSL becomes practiced is the responsibility
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of educators today, who believe they can make a difference in the lives of
others, and in our world as we approach the 21st century.
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APPENDIX A
CYCLE OF LEARNING

Source: In H. Silcox, Guide to Reflection: Adding Cognitive
Learning to Community Service Learning Programs. Brighton
Press, Inc. Philadelphia. 1993, p. 40.
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APPENDIX B
SERVICE-LEARNING CURRICULUM CONTINUUM

Co-Curricular

Volunteensm

Special
Recognition

Required
Service By A
Club

Curricular

Kequired
Service As A
Condition ol
Graduation

1
|

Independenl
Study

Unit In A
Course

Best Programs
1.
2.
3.
4.
5.

Meet a Real Community Need
Match Students' Skillsand Talents with Community Needs
Provide Time for Structured Reflection
Promote Group Problem-Solving Decision-Making and Action
Provide Recognition for Services

As programs approach the right side of the continnum,
they become more resource intensive and the
institution has greater control of learning.

Source: Fritz Crabb, Facilitator
Grand Rapids Public Schools
Office of Sendee Learning
431 Fountain NE
Grand Rapids, MI 49503
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Special Clasi

Integrated into
the
Curriculum

APPENDIX C
RELATIONSHIPS BETWEEN CONCEPTIONS OF CURRICULUM AND
TEACHERS’ WORK

Teachers Implementation
Of Others' Curriculum
Work

Conceptions
Of Curriculum
• Rationalized Product
• Created by Experts
• Generalizable Across
Contexts

Conceptions
Of Teacher
• Consumers of
Curriculum
Knowledge
• Incapable or Unwilling
to Engage in
Curriculum Work

Teachers Agency
In Curriculum Work

Conceptions
Of Curriculum
• Ongoing, Evolving
Engagement of
Teachers, Learners,
and Context
• Mutual Construction
of Teachers and
Learners

Conceptions
Of Teacher
• Creators and Critics of
Curriculum
• Capable and Unwilling
to Engage in
Curriculum Work

• Context Dependent

Source: C. Paris, Teacher Agency and Curriculum Making in
Classrooms. New York: Teachers College Press, 1993, p. 17.
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APPENDIX D
A MODEL FOR EMPOWERING PEDAGOGY

Goal 2: To increase
student’s awareness of
social / community / global
problems and issues
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APPENDIX E
PARTICIPATING CSL TEACHER SURVEY

The purpose of this survey is to begin an exploration of middle school
teachers' perceptions of community service-learning as it relates to school
curriculum and classroom practice. The information collected in this survey will
serve as a guide to select potential participants for a research project that will be
conducted over the next several months. Your honest and forthright answers will
be most helpful.
Thank you for your participation in this survey!

1. Describe any CSL project that your students are currently doing or will be
doing before the end of the school year.

2. Explain how the community service project described above was selected.

3. Describe how this CSL project is connected to your ongoing curriculum.

4. What are the learning outcomes you expect your students will attain by their
participation in the CSL project?

5. Describe any responsibilities that students have in planning and/or
implementing their service project.
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APPENDIX F
SAMPLE STUDENT SURVEY QUESTIONS

1. Describe the project you did in your Skills class.
2. Do you think this project was a community service? Explain why or
why not.
3. How did this project meet a specific need in your (school) community?
4. How was the project selected?
5. How did you contribute to the project?
6. What did you learn from participating in this project?
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APPENDIX G
TEACHER INTERVIEW OUTLINE

I. Teachers’ Background and Experiences
A. Background at the middle school
1. Grades taught
2. Number of years at the school
B. Teacher Education Background
1. Teacher education courses/experiences that may
have shaped teaching/learning philosophy and practices
2. Recent education courses/workshops, etc.
C. Teacher's Perception of Effective Teaching Practice
1. Planning and curriculum development
2. Student engagement and motivation
3. Classroom management
4. Student assessment
II. Community Service Learning Experience
A. Teacher's Background Experience with CSL
1. Educational experience
2. Significance to student learning
B. Teacher's Perceptions of Effective CSL Projects
1. Characteristics of successful CSL projects
2. Student involvement and motivation
C. Project Description
1. Background information: Planning and goals
2. Student participation and decisionmaking
3. Successful components
4. Barriers within the project
5. Community needs
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GUIDING INTERVIEW # 1 QUESTIONS
1. How did you become involved in the CSL program?
2. How was the CSL project selected?
3. What was/is your role in the selection process?
4. What were/are the students’ role in the selection process?
5. In what ways are the students involved in the planning of their CSL
project?
6. What learning outcomes do you expect students to gain as a result
from their CSL experience?
7. How do you know if the outcomes have been/will be successful?
8. How do you define leadership?
9. What decisions do the students make concerning their CSL projects?
10. What strategies do you use to facilitate student decisionmaking?
11. Can you think of a time when the students made a decision that
differed from your ideas or objectives?
12. What does it mean for you to include CSL as part of your ongoing
curriculum?
12. In what ways are students encouraged to take responsibility for their
part in the CSL project?
13. What strategies do you use to help students reflect on their service
experiences?
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APPENDIX H

TEACHER PARTICIPANT CONSENT FORM

A Case Study into Perceptions and Practices of Community Service Learning

1/_agree to volunteer my par¬
ticipation in a study on middle school teacher's understandings and percep¬
tions of community service learning as it relates to school curriculum and
teaching practices. I understand and agree that these interviews will be audio
recorded and transcribed, and that the transcripts will be shared with me. I un¬
derstand and agree that observations made in my classroom setting and at com¬
munity sites will be recorded, and that I will have an opportunity to review
written observations with the researcher.
All interviews, audio tapes, transcripts, and recorded observations will be
kept confidential and pseudonyms will be used to protect my identity. Any con¬
tributions that I make toward this research will be presented in a manner that
will ensure confidentiality to me, my school, and other individuals mentioned in
this study. Moreover, I have the right to withdraw from part of all of this study
at any time.

Participant

Researcher
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APPENDIX I

STUDENT PARTICIPANT CONSENT FORM

A Case Study of Community Service Learning and Middle School Practice

I,_, agree to permit my son/daughter,
__, to voluntarily participate in a study of commu¬
nity service learning at the middle school. I understand that the researcher will
observe and record (in writing) teaching and learning activities in the classroom
as well as at community sites.
I understand that he/she may be asked to participate in one or two inter¬
views, which will be audio taped, in order to help the researcher understand
more about the activities that she will observe. Moreover, these observations
and interviews will have absolutely no bearing on my child’s grade.
I understand that pseudonyms will be used to protect the identity of my
child. I also have the right to withdraw my child from part or all of the study at
any time.

Parent Or Guardian

Researcher

Date
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